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ABSTRACT
CLINICAL SUPERVISION AS APPLIED ADULT DEVELOPMENT
SEPTEMBER 1995
ELSA ORJUELA CASAS B.A., UNIVERSITY OF MASSACHUSETTS, BOSTON
M.A., BOSTON COLLEGE
PH.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor John C. Carey
The fundamental problem in developmental models of
supervision is the need to establish a technology in which theory and
practice are systematically connected. The purpose of this study was
to make this connection by identifying the factors and processes that
promote cognitive development, counseling skills development and
personal and professional development. The focus of the study was
on establishing levels and differences of conceptualization among
trainees, and to determine conceptualization and psychosocial
changes that may occur as a result of experience.
The subjects of this study were nine non-traditional college students
from a four-year commuter and public university. Their ages ranged from
twenty-one to thrirty-three years old, with a wide range of majors. The
group was composed of juniors and seniors and one first-year graduate
student. Their participation in this study derived from being hired as peer
advisors in the college of arts and sciences on a part times basis tor one
academic year.
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The Carey's Developmental Model of Supervision rating scale
and model for supervision were used 1). to identify and categorize
cognitive developmental levels for each of the subjects in the study
and results of pre and post conditions were compared. The results of
this rating scale indicate that it is a reliable and effective tool for
assessing cognitive levels. 2). the model was used in weekly
individual supervision and comparisons made to test its effectiveness.
The results did not yield statisticallv significant changes in
conceptualization using a t test comparison. However, significant
variability was evident in abstract thinking; the formal operational
level. This results suggest that intense emotions have great impact on
cognitive functioning.
The Student Developmental Task Inventory-2nd edition, by
Winston, Pierce, (1984) an instrument used for assessing
psychosocial development in college-age students, by task: autonomy,
purpose, and mature interpersonal relationships. Pre and post test
comparisons using a t test showed no significant change in anv of the
developmental tasks.
Although the quantitative data showed inconclusive changes in
cognitive and psychosocial development in all subjects, qualitative
data, in the form of individual case studies reveal the following
trends: an increase in the task of Purpose and a wider repertorie of
cognitive functioning. The major implications for further research
of adult development are that the need is obvious, to develop a more
accurate and approprite theory of adult development that takes into
account the role of emotions and the role of social roles on cognitive
functioning. Also, there is a need to continue developing new and
refining the current tools available to assess changes in the various
developmental sphares.
vii
Lastly, developmetal supervision models need to take into
consideration more seriously the role of emotion and self esteem in
the achievement of formal operational levels of conceptulization in
trainees.
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CHAPTER I
INTRODUCTION AND REVIEW OF LITERATURE
Counseling and clinical supervision, like psychotherapy, have been
described by practitioners to be partly a science and an partly art. Thus,
the boundaries between science and art are not as well defined. This
creates different degrees of confusion in the profession among
practitioners, training programs and students alike. The field is faced with
the dilemma of having to make distinctions between the scientific aspects of
supervision and to make the "artistic" aspects more empirically sound.
Cognitive-Developmental Supervision is an approach increasingly gaining
respect for becoming a technology of supervision in its own right. To this
end, the present study focuses on some of the factors, questions and issues
that have either not been addressed or otherwise satisfactorily resolved by
current models of supervision.
A. History of Supervision
Supervision of counseling trainees is described as the common
component that binds all systems of psychotherapy. It became evident that
the field is young and struggling with its identity, which includes the
definition, theoretical basis, purpose, goal, and process of supervision. In
studying the literature on supervision, many definitions appear because the
term is often used to mean different things. The writers refer to purely
technical administrative activities (Wolberg, 1954), (Kaslow, 1977), to skill
training (Egan 1975; Ivey, 1971), clinical therapeutic process (Kell and
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Muller, 1972), or a combination of the two (Blocher (1983), Prochaska
and DiClemente (1984), Ivey (1986), Stoltenberg and Delworth (1987),
Carey (1988).
Wolberg (1954) offers the following definition of supervision: "it is
essentially a teaching procedure in which an experienced psychotherapist
helps a less experienced individual acquire a body of knowledge aimed at a
more dexterous handling of the therapeutic situation" (p.l). Prochaska &
DiClemente (1984) state that clinical supervision may be characterized by
two important factors: style and content. The content refers to the "what"
or theoretical principles and techniques of therapy. Style is referred to as
the way in which the supervisor conveys the content to the supervisee.
Prochaska & DiClemente (1984) and Hess (1980) agree that
supervision styles or approaches are based on the role of the supervisor.
Proshaska & DiClemente also claim that the role of the supervisor and the
teaching approach used determine the style of interaction within the
relationship dyad. According to Lambert (1974), supervision developed
out of the role of "control" (p. 423) analyst in psychoanalytic training
whose role was to "teach, explain, correct, and direct" (p. 423) the
supervisee while directly applying psychoanalytic principles in the process.
That is, supervision assumed the same psychoanalytic principle as in
treatment, that the unconscious needed to be respected and listened to.
Since then, supervision and the role of the supervisor have been changing
as changes in the field of psychotherapy occur.
In recent times, there are those theorists who perceive counseling
and clinical supervision to be a professional developmental process of the
trainee similar to the developmental process of the client in counseling and
therapy. Others perceive supervision as a distinct phenomenon from the
practice of counseling and psychotherapy (Stoltenberg and Delworth,
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1987). Supervision has been commonly perceived by many practitioners
as a parallel process between client-therapist and supervisee-supervisor.
Consequently it is assumed that approaches and techniques used in
psychotherapy might be similarly applied in supervision and that they
should be as effective in both. The rationale guiding this perception is that
a theoretical framework was shared by both. Some recent trends tend to
lend support to the assertion that supervision is a distinct phenomenon
within the field of applied psychology and specifically different from
counseling and psychotherapy (Loganbill, Hardy and Delworth, 1981)
(Soltenberg and Delworth, 1987) and (Hoffman, 1990) and as a result,
supervision models grounded in their own theoretical framework need to
be developed.
Hoffman (1990) makes the following distinction between
psychotherapy supervision and psychotherapy: She claims that the
difference lies in the intent or goal of the relationship and subsequent
activities. In psychotherapy the goal is for the patient to resolve his or her
conflicts and to gain a greater capacity for personal growth. In
psychotherapy supervision the goals are for the supervisee to sharpen the
psychotherapeutic knowledge and skills, and to develop a professional
identity without losing sight of the patient's treatment. Thus for Hoffman,
the distinction is inherent in the goals and foci of the two functions.
The literature on supervision focuses on the training and
development of the trainee only. Hoffman's (1990) model of supervisor
training and development is a pioneer in this area and she makes a strong
point about the need to train supervisors and to look at supervisor
development as an important factor in supervision.
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1. History of Developmental Models of Supervision
There are among the models of supervision a variety of definitions,
purposes and processes and different opinions about what ought happen in
supervision and by whom should it be performed. Further disagreement
centers on specific content and skill development, as well as who should
conduct it, when and for whom. Everyone agrees however, about its
potential benefits and the seeming necessity to conduct it for inexperienced
counselors and clinicians. Stoltenberg and Delworth (1987), Loganbill and
Hardy (1983) and Hoffman (1990) among others contend that
psychotherapy supervision should not be a natural progression from
psychotherapy. Because it is a distinct phenomenon, it should be
performed by a qualified individual who in addition to having a strong
theoretical background in psychotherapy, and adequate experience doing
therapy, she or he should also have an in depth knowledge of theory and
practice of psychotherapy supervision.
The developmental models of supervision implicitly and explicitly
make reference to cognitive developmental theory. The literature on
developmental models of supervision appear to be divided into two distinct
categories (processes); models of supervision as a developmental process-
phase models, and models that focus on the developmental process of the
supervisee-stage models. The cognitive-developmental models are stage
models because they focus on the supervisee's professional development.
The review of literature that follows presents these two categories
separately, and will be followed by a more in depth analysis of
developmental models that focus on the developmental process of the
trainee.
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2. Summary
Counseling (clinical) supervision is a term that has been used in a
variety of ways by different authors and with it carries a wide range of
implications. The models vary in their definition, purpose, and intent and
process of supervision. The dubious meaning is compounded by the
concept of development. It seems clear that "development" means different
things to writers in the field of supervision. Thus, its meaning has
different premises and implications for training and supervision, which
confounds things further.
B. Description of Major Developmental Models of Supervision
The section that follows describe the major models of supervision.
Part I outlines and describes the general models of supervision and process
of supervision; and Part II describes developmental models that deal with
the developmental process of the supervisee. The terms, trainee and
supervisee, counselor and therapist, will be used interchangeable
throughout the text. The models are described on the basis of how each
model addresses the fundamental issues of supervision. A set of criteria is
used in determining the degree to which these models contain common
elements and whether the elements reflect developmental theory.
Description criteria:
0. Definition of supervision
1 . Goals of supervision
2. Intent/purpose
3. Theoretical bases
4. Process goals
5. Implications for further research
5
1- Developmental Models that Focus on Supervision Process
Authors: Alonso (1983), Hess (1986), Hogan (1984), Littrell (1989),
Prochaska & DiClemente (1984), Sansbury (1982), Yogev (1982).
Alonso (1983, 1987)
Definition of supervision: Alonso states that models of supervision
lack integration and often represent opposite sides of the spectrum with
regard to focus of developmental domain, i.e. cognitive, and affective, due
to a general lack of clarity about the role and process of supervision.
Alonso states that there is no clear definition and alludes to a process that
combines the cognitive and emotional growth of the supervisee which she
claims is similar to how psychotherapy is learned. Alonso defines
supervision by describing the supervisor's functions as "a large number of
complex activities that range along a continuum from didactic teaching, to
interpersonal influence, to administrative intervention, to metatherapy
"
(p.37).
Goals of supervision: The goal is to impart the clinical knowledge of
the profession to the novice.
Intent/purpose: The purpose of supervision is to accomplish the
following tasks: 1. to teach the theory and practice of clinical work; 2. to
expand the affective capacity of the supervisee which involves helping the
student to tolerate intense affect and ambiguity, and to gain competence to
work with the transference; 3. to support the supervisee by offering hope
and optimism; 4. to assist the supervisee in the acculturation into the
profession by exposing him or her to the non-specific aspects of the field.
Theoretical bases: Alonso condemns the lack of theory regarding
supervision. She suggests that the supervisor must assume the role ot
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teacher and therapist with one major distinction. The distinction is that
supervision differs from therapy in that its goal is professional and not
personal growth per se. Supervision, she states, is perceived to be a natural
progression of psychoanalytic and psychodynamic theory but protests that
this should not be so. She strongly feels that supervision should be
different from therapy and as such, should be perceived as a distinct field.
In this regard she sees supervision as a separate profession and as such, it
must have its own terminology and should take into account the role of the
supervisor as an active member in the supervisory process. Thus,
knowledge of adult development becomes critical in understanding the
supervisee and the supervisor. Since the dyad relationship is one of intense
involvement, the supervisor's awareness about his or her own needs, hopes,
life issues, and general philosophy is essential because these may have
negative or positive impact on supervision. Thus, Alonso assumes a
developmental process for both, the supervisee and supervisor.
Process: It is a process that involves the supervisor, supervisee,
patient, and the administration in which supervision takes place. Alonso
states the following premises about the process of supervision: 1 . The role
of the supervisor is considered to be an integral part of the supervisory
relationship with his or her own areas of weakness and strengths,
motivations, and stage in his or her professional life cycle; 2. That
supervision occurs within the context of a socio-political structure that
includes: administration, supervisor, therapist and patient; 3. That
supervisor's develop is a necessary factor in supervision; 4. That an
aspect of supervision involves teaching students how to be supervisees,
what supervision is and what is expected of the him or her in the same way
that patients are told about what therapy is and how it works.
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Hess (1986)
Definition: Hess incorporates various models of supervision and
describes counselor development in four phases. 1. Inception, 2. Skill
development, 3. Consolidation, and 4. Mutuality.
This models focuses on the supervisees' process of becoming professional
therapists and in the development of the supervisor.
Goals of supervision: It is not stated.
Intent/purpose: It is also not stated.
Theoretical bases: Hess compares six models of supervision
regarding similarities among them and agrees with them that counselor
development follows a sequence of phases but contradicts the authors'
assertion that the developmental sequence is linear and once completed,
development including conflict resolution is final. Instead, he proposes that
although development is sequential, it tends to be a spiral process in which
issues come up to be worked on at different times in different ways. This
is very similar to Ivey's (1987) view of developmental therapy.
Process: It is not stated. It may be assumed that he perceives it as a
developmental process of becoming a psychotherapist.
Hogan(1964)
Definition of supervision: Hogan states that supervision is a
developmental process of becoming a master psychotherapist with the
assistance of an experienced/master psychotherapist.
Goals of supervision: To master the necessary skills of becoming a
master psychotherapist.
Intent/purpose: To acquire and foster personal growth and
professional competence and independence. At the most basic level the
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trainee requires structure, teaching and guidance. The supervisor assumes
responsibility for guiding his or her to the last and highest level of self-
supervising, where the trainee functions independently and assumes
complete responsibility over his/her own learning and supervision. Each
level requires the acquisition of different skills and supervising techniques.
Theoretical bases: The model makes no reference to developmental
theory.
Although it provides an outline of what developmental supervision
should be about, it lacks the descriptive process. Its usefulness lies in
providing a framework of developmental supervision and has been used as
such by subsequent researchers, such as Stoltenberg & Delworth, among
others.
Process: It provides an outline of the process of supervision from
which new models have evolved. The model encompasses four sequential
levels from which trainees progress. The process occurs in a spiral fashion,
returning to previous levels with a new understanding.
Stages for trainee and supervisor:
L. Trainee: From student to colleague.
2. Supervisor: From expert to consultant.
Stage 1. Supervisee is totally dependent on the supervisor: The
supervisee is characterized as neurotic, insecure, uninsightful, highly
motivated and imitative.
Stage II. Deoendency-autonomy conflict. This stage is characterized
by the struggle with being overconfident, overwhelmed, ambivalent, and
the fluctuation of motivation.
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Stage II. Conditional dependency: There is an increase of
professional self-confidence; greater insight, especially about neurotic and
healthy motivations; more stable motivations.
Stage IV. Master psychologist: Characterized by personal autonomy,
insight with motivation, and a need for confrontation.
The role of the supervisor begins as an expert teacher; identifying
predictable outcomes, making interpretations, providing support, and
giving explanations. As the supervisee progresses through the stages, the
supervisor's role becomes less teaching and more sharing as peers, and
eventually as mutual consultants.
Littrell (1989)
Littrell presents a framework of a counselor training model in which
he outlines four developmental and sequential stages that trainees and
supervisors undergo. The model assumes that trainees must have mastered
the basic attending skills for counseling (Ivey, 1977), and that they possess
the potential for developing counseling-type characteristics. In addition,
the supervisor must be competent in the basic and advanced counseling
skills, and that he or she must have a flexible disposition to be helpful to
the trainee at any given stage of the developmental framework.
Goals of supervision: The goal is to help the trainee reach a level of
professional independence and self reliance. That is, the process begins
with total dependence on the supervision and culminates in independence
from the supervisor and with a sense of self-reliance. Thus, as a trainee
progresses through the stages, the role of the supervisor diminishes.
Intent/purpose: According to the author, the model is purposely
vague regarding the specific items in the contract and the exact
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competencies required at each developmental stage (Littrell, 1989). It is
also not clear how each stage is assessed and how the process of transition
between the stages occurs. The responsibility is placed on the supervisor to
"know" when and how to perform her/his supervisory function within this
framework and this is perceived as an advantage to both supervisor and
trainee because an individualized program may be developed for the
trainee.
Theoretical bases: According to Littrell, the model is based on
theoretical principles of behaviorism (Skinner, 1953) and social learning
(Bandura, 1977a, 1978). Bandura provided the framework for
conceptualizing the self-regulating behavior processes, such as learning to
self-regulate supervision skills independent of cues. Littrell does not
elaborate how Skinner fits into this model other than the fact that the model
reflects a behavioral approach. The assumption is that the process of
supervision is learned through a series of steps until s/he performs such
functions on h/er own. He describes this function as the counselor's ability
to make self observations of his or her performance, make judgements
about it, and evaluate it.
Process: There are four stages which the supervisee goes through:
Stage I. Relationship-goal setting and contract; Stage II. Counseling-
Therapeutic-Teaching; Stage III. Consulting; and Stage IV. Self
supervising. The stages are progressive.
Prochaska & DiClemente (1984)
Definition: Supervision is described as requiring a sophisticated
understanding about human adaptation, accommodation and growth. The
model of supervision parallels the model of therapy. Supervision has two
characteristics: content and style. Content refers to the What and the style
to the How it is conveyed.
1 1
Goals: The goal in supervision is for the supervisee to acquire
multiple perspectives in understanding human problems and to have a wide
repertory of strategies to maximize change.
Intent/purpose: The purpose of supervision is for the supervisee to
learn a wide range of psychotherapeutic approaches to become well
rounded in the profession.
Theoretical bases: It assumes a holistic understanding of development
in light of behavior, cognition and affect. Application of this approach to
supervision assumes a knowledge of developmental theories which is in
keeping with other models.
Process: This model outlines five levels of change which provide the
framework for evaluating the therapist's preferred level of attribution as
well as his or her primary focus of the intervention, and these are:
1. Symptom/Situational
2. Maladaptive cognitions
3. Current interpersonal conflicts
4. Family/Systems conflicts
5. Intrapersonal conflicts
For Prochaska et al., the levels of change are ways of
conceptualizing client problems and the type of interventions reflect the
approach used. The approach or levels of change are derived from the
therapist's personal orientation and training. The goal in therapy and in
supervision is for the therapist to be able to look at a problem/situation
from at least all five levels, then decide which one to focus on, and which
intervention to use.
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The process contains four stages of change and these are:
1. Precontemplation, 2. Contemplation, 3. Action, and 4.
Maintenance. In addition, this transtheoretical approach contains ten
processes of change which represent the meeting point between techniques
of therapy and the theoretical system. These processes of change are the
following and each correspond to a therapeutic system: 1. Consciousness
raising; 2. Self-reevaluation; 3. Social reevaluation; 4. Self-liberation; 5.
Social liberation; 6. Counter-conditioning; 7. Stimulus control; 8.
Contingency management; 9. Dramatic relief; and 10. Helping relationship.
The four styles of supervisory relationship are derived from Hess's
(1980b) supervision models which emphasize the supervisor's role as: 1.
Master- Apprentice; 2. Teacher-Student; 3. Therapist-Patient; and 4.
Consultant-Client. The supervisory role changes as the supervisee gains
experience, and although all are necessary, the goal is to reach the
Consultant-Client approach level. The authors' conviction is that the
supervision process parallels the process of therapy only concerning the
stages of change and not concerning content. According to Prochaska, et
al., these four approaches differ in the type of relationship between
supervisor and supervisee and that it is a progressive process that begins at
the Master-Apprentice and progresses to a Consultant-Client relationship.
What is unique about this model is that it offers three specific strategies to
produce change by switching levels of change or processes of change to
maximize the speed of change. These strategies are well suited to be
incorporated into a developmental model of supervision.
Sansbury (1982)
Definition of supervision: The teaching and evaluation of
psychotherapy focus on the development of the supervisee's potential of
being psychotherapist.
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Goals of supervision: The implied goal is to develop the supervisee's
potential to perform therapy.
Intent/purpose: Not stated.
Theoretical bases: Sansbury makes the point that supervision models
should provide a broad developmental framework about the developmental
factors that also include the skills to be developed at each stage and the
supervisory interventions to be made.
Process: A developmental process: "tightening the lugs on an
automobile hub". He proposes a model with three sequential stages of
expected competencies of skills development with the corresponding
supervisor's behaviors and interventions to enhance counselor
development. The stages are further subdivided into two separate but
simultaneous processes. The External Expansion process relates to the
tasks and skills to be mastered at each stage in the profession. The Internal
Expansion process relates to the supervisee's internal processes associated
with each stage which also need to be mastered.
Yogev (1982)
Definition of supervision: Yogev borrows Boyd's (1978) definition
of supervision which states that it is "the function of overseeing the
counselor's work for the purpose of facilitating personal and professional
development, improving competence and promoting accountability in
counseling and guidance" (p. 7).
Goals of supervision: To help the beginning therapist become
competent and to ensure the client's welfare.
Intent/purpose: According to Yogev, there are three foci to
supervision: 1. Personal awareness; 2. Task-acquisition of skills; 3.
1 4
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Goal: Generally speaking, graduate program's goals are to prepare
students to become competent, and ethically responsible professionals. For
Blocher, supervision is an integral part of such preparation as it attempts
to facilitate the growth of the counselor or clinician by using the
therapeutic session as the medium. He states that the main goals of
developmental supervision are: the socialization into the profession, and the
"acquisition of new more complex and more comprehensive schemas for
understanding human interaction" (p.29).
Theoretical bases: 1. The model assumes two major psychological
principles: a. the psychology of learning and behavior change and, b. the
psychology of human cognition; cognitive development and information
processing. Within the context of these two principles, it assumes that to
obtain an optimal performance as a clinician, a high level of cognitive
functioning is required. Such high functioning includes the following
abilities:
a. the ability to take a multiple perspective with regard to world
views, value systems and personality constructs.
b. the ability to differentiate and manipulate large quantities of facts
from a wide range of variables.
c. the ability to integrate and synthesize information to acquire a
psychological identity as well as an understanding of human
beings.
d. the ability to impart the understanding of the therapeutic process
on to the client.
Blocher's model of developmental supervision reflects cognitive,
moral, intellectual and social developmental theories related with the works
of Loevinger (1976) on ego development and Perry's (1970) ethical and
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intellectual development, Piaget's (1972) cognitive development,
Kohlberg's (1981) moral development, Harvey, Hunt and Schroeder's
(1961), and Selman's (1980) perspective taking. For example, Piaget's
stages of cognitive development are suggested in Blocher's model as he
talks about developmental processes being sequential, from simple and
concrete schemas to more complex schemas and supposedly, they are
achieved through the process of assimilation and accommodation.
Blocher furthermore makes explicit references to stages of cognitive
development and states the importance of environmental conditions and the
role of the supervisor to facilitate trainee's growth. He further states that
supervisees must reach a high level of cognitive functioning, which is
assessed by their ability to manipulate and organize large amounts and
complex information in systematic patterns and to be able to achieve a high
perceptual flexibility regarding clients and their problems. Blocher refers
to Selman's (1980) idea of perspective taking. The ability to perceive a
situation from many perspectives is seen as a necessary skill in counseling
as well as the ability to think abstractly and to understand and make
appropriate ethical and moral judgements. Blocher suggests that
supervisees must go through a process of development that encompasses the
cognitive, moral, intellectual and social domains.
Approaches or styles of supervision: Blocher refers to Hess' (1980)
models of supervision in which he outlines six approaches or types of
relationship that the supervisor undertakes in supervision at different times
and with different supervisees. Blocher outlines these as follows:
1 . Lecturer-conveys global conceptual schemas in a one-to-mass
relationship;
2. Teacher-teaches specific content and skills in superordinate-to-
subordinate relationship;
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3. Case reviewer-explores ways of thinking and relationship to cases
in an elder-to-younger relationship;
4. Collegial-peer-supporter helps counselor gain a different view in
an equal and shared intimacy type of relationship;
5. Monitor-maintains at least minimally acceptable levels of service
in an external censor-evaluator relationship;
6. Therapist-helps counselor-in-training to grow and reach new
levels of adaptations with self and clients in benign supervisor,
trusted model relationship.
The assumption could be made that these approaches are not
sequential stages but merely roles that the supervisor performs in
supervision.
Process of Supervision: The process of supervision is a process by
which the supervisee's cognitive developmental process is perceived as a
continuous progression from concrete to abstract schemas which are
evidenced by the supervisee's greater complexity and ability "to integrate
discordant or inconsistent information about the behavior of others" (p.
27). The approach to supervision is one of teacher-student.
According to Blocher, two preconditions are necessary for successful
supervision: 1. The supervisor-supervisee relationship, and 2.
Communication. The process of supervision is the process of interchange
between supervisor and supervisee and communication is the vehicle
through which the relationship is developed and maintained for the purpose
of the counselor's professional development. The relationship is
characterized by mutual trust, respect and concern and these become the
rudimentariness for honest communication and feedback essential for
accomplishing the supervisory goals.
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Blocher's environmental conditions that promote optimal supervisee
cognitive and professional development:
Blocher postulates seven environmental conditions that the
supervisor must provide and monitor to maximize the supervisee's
cognitive and professional growth and these are the following:
1. Challenge: It pertains to the degree of discrepancy between the
supervisee's coping resources and the environmental demands. Too little
or too great of a demand will result in an absence of growth due to
boredom and to excessive anxiety and discouragement respectively. The
supervisor monitors the degree of challenge by selecting appropriate
clients.
2. Involvement: It relates to the supervisee's level of emotional
investment in his or her own learning. Here the danger may be the
supervisee's excessive involvement that prevents growth by failure to
achieve a professional identity and objectivity in his or her role as
therapist. The tendency, Blocher claims, is for supervisees to measure
their self-esteem on the basis of client success or failure.
3. Support: Support is defined as the basic human warmth and
empathic caring. Blocher's contention is that anxiety and tension among
supervisees are invariably high during supervision due to the high level of
challenge. He highly recommends a supportive environment in which to
relieve the stress and to enhance growth.
4. Structure: A structure is created by providing the supervisees
with a road map through which to approach the necessary task. This is
accomplished through the creation and negotiation of a learning contract
pertaining to the developmental tasks that presumably the supervisor
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assesses and discusses and agree upon with the supervisee. A small number
of tasks are to be learned at a time, along with appropriate strategies for
each task. Structure is perceived as a gauge that provides responsibility
and opportunity for the supervisee's growth. When the supervisee is
unable to cope within the given structure, support is provided in the form
of reassurance and ego exploration.
5. Feedback: Feedback pertains to the information provided to the
supervisee regarding the effects of his or her performance in the learning
situation. The supervisor's two roles in the process are: 1. to give the
supervisee feedback through the supervisor's perceptions about the process
and outcome and, 2. to help the supervisee learn to elicit and interpret
feedback from the various resources available to him or her. The goal is
for the supervisee to acquire higher order schemas with which to
conceptualize and organize the information presented in the therapeutic
session.
6. Innovation: This refers to the amount of tryouts of new
behaviors in the therapeutic process that are challenging but not
overwhelming.
7. Integration: the process of incorporating the new, with already
established patterns of behavior.
According to Blocher, the most difficult task for the supervisor is in
balancing innovation with integration. It is what Piaget refers to as the
assimilation and accommodation process which is an attempt for the
organism to maintain homeostasis. Blocher states that cognitive, ego,
intellectual and moral developmental processes are part of a general
framework used for monitoring the person-environmental orientation
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which facilitates the assimilation and accommodation processes necessary to
achieve the professional training of counselors.
Blocher's Model has been the bases from which other models have
emerged because it has practical application in a wide range of supervisory
situations; a one-to-one and group, and consultation. The major
contribution to other models is that it is built on the premise that the
purpose of supervision is to facilitate the trainee's developmental process.
The model also has the capability to adjust to individual differences, to
recognize and value the supervisee's potential anxiety and vulnerability
during training and to transform them into opportunities for growth.
Stoltenberg and Delworth (1987)
The model derives from a developmental theory construct, and
incorporates aspects of other developmental models of supervision,
including Stoltenberg's Complexity model, with some added dimensions.
Definition of Supervision: Adopting Loganbill, Hardy, and
Delworth's (1982) view of supervision, Stoltenberg & Delworth, see it as
"an intensive, interpersonally focused, one-to-one- relationship in which
one person is designated to facilitate the development of therapeutic
competence in the other person" (p. 34). A developmental process by
which supervisees would acquire a high level of personal and professional
competence through knowledge, experience and skills.
Goals of supervision: The Master therapist is characterized as
someone who has accomplished a high degree of competence in the
following areas: intervention, assessment, and interpersonal assessment
skills, client conceptualization, individual differences, theoretical
orientation, treatment goals and plans, and professional ethics.
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Furthermore, these are integrated so that the therapist may have use of the
self more fully.
The implications of this model are: the accurateness of matching
supervisee's level with supervisor's conceptualization of such levels and
supervisee's needs or readiness levels.
Purpose of supervision: The purpose of supervision in this model
similar to Hogan's (1964) which Stoltenberg, et. al. state that it is "to foster
the growth of the trainee toward more independent functioning based on
acquired skills ancHnsight into the client and the trainee's own person" (p.
20). In addition, is serves to facilitate professional growth which in turn
enhances personal growth in the trainee. Adopting Loganbill, Hardy, and
Delworth's (1982) view of supervision, Stoltenberg & Delworth, see
supervision as "an intensive, interpersonally focused, one-to one-
relationship in which one person is designated to facilitate the development
of therapeutic competence in the other person" (p. 14).
Theoretical bases: The theoretical assumptions about development
are that it is made up of two components: The accumulated experience
acquired by the individual, and the human element (cognition) that "serves
to organize and interpret events into increasingly and more complex and
qualitatively (in addition to quantitatively) different structures" (p. 5).
It assumes a cognitive developmental framework and two views of
human development: the mechanistic (behavioral, deterministic) and the
organismic (epistemological, constructivism). Thus, the two views are
complementary in counseling and supervision. The mechanistic provides
the skills building, step-by-step approach, while the organismic framework
provides the room for the ever-changing, growth orientation of human
development.
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Process: The process is progressive through Hogan's (1964) lour
stages: 1. Insecurity-dependency, 2. Dependency, 3. Self-confidence, 4.
Creativity. Stoltenberg adds one more level, the Integrated level which is
the result of the integration of the previous levels. Thus, it is the natural
unfolding of new and more complex and qualitatively different structures.
The progressive change occurs in three basic structures: 1. self and other-
awareness, 2. motivation, and 3. autonomy. The process occurs in both
vertical and sequential or linear and horizontal direction in a progressive
fashion through eight professional and therapeutic domains. The trainee
moves from student to colleague while the supervisor moves from expert
to consultant. This is accomplished through assessment of developmental
levels, and by applying skills in teaching and coaching.
The process of development is assumed to be both personal and
professional and it is explained through Loevinger's (1977) and Piaget's
(1970) theories of ego and cognitive development, respectively. For
example, movement from stage to stage is best described by Loevinger's
concept of "amoeboid" and Perry's (1968) description of development.
Development begins with a bit of insight which is beyond a given stage of
cognitive development. This bit of insight becomes the anchor from which
the new structure develops until it becomes predominant. The within stage
development is perceived as the result of Piaget's (1970) interplay of
assimilation and accommodation. According to Piaget, it is the constant
activity of these two processes that is essential for development to occur.
For Stoltenberg and Delworth, the interplay of assimilation and
accommodation constitutes the counselor/therapist's developmental
journey. For Piaget the child learns through the interaction with the
environment, using the accommodation and assimilation process to
maintain a balance. Thus, for Stoltenberg and Delworth, the therapist's
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development occurs as a result of the interaction with the client on the one
hand, and the supervisor on the other, through accommodation and
assimilation to maintain a balance.
However, counselors/therapists journey through the stages is a
process of finding the balance between accommodation and assimilation.
For Stoltenberg and Delworth, the counselor's beginning stage is
characterized by an over assimilation with the client and an overly
accommodating quality with the supervisor. It is here that the counselor
in training functions in Piaget's cognitive construct, at the sensorimotor
operations level, as evidenced by the over assimilation with clients, a lack
self and other-awareness, and dependency on the supervisor (Soltenberg &
Delworth, 1986). At the second stage the tendency is to over accommodate
and over assimilate. The main conflict is in finding a balance between
dependence and independence from the supervisor, and setting clearer
boundaries with clients. (A recapitulation of Erickson's Psychosocial
Stages). The third stage is characterized by a stable balance that allows
opportunity for refined data to be assimilated and for insight to occur.
This is the stage similar to Ivey's (1986) transformational/dialect level.
Carey and Shaughnessy's (1988)
Carey and Shaughnessy's Model of Cognitive Developmental
Supervision is one of the most comprehensive model in the field today.
Definition of supervision: A definition of supervision is not
explicitly stated. A definition emerges through the description of the
supervision process itself.
Goals of supervision: Carey & Shaughnessy support Blocher's
(1983) goal of supervision which is to help the trainee "develop more
complex and more comprehensive schemas for understanding human
interaction." In addition to this general goal, Carey focuses on the
microscopic developmental sequence of the trainee in the supervisory
process as reflected in both, the trainee's and supervisor statements. The
statements reflect a set of three dimensional coordinates: cognitive
developmental level, modality and target. Cognitive developmental level
refers to the level of cognitive development (as described by Weinstein &
Alschuler, 1985 and Ivey, 1986) of the trainee as reflected in his/her
statements or responses to supervisor's probes. Statement can be
categorized in any of the four developmental levels: 1. Elemental; 2.
Situational; 3. Pattern, and 4. Transformational. Elemental statements
reflect sensory-based data. Situational statements reflect linear sequences
and concrete thinking. Pattern statements on the other hand are reflective
of logical generalizable rules and patterns of behavior. Transformational
statements reflect the transcendence of logical rules to a postformal level of
thinking where the understanding of systems and the connection between
the systems is possible.
Modality refers to the domain on which the supervisor's statement is
directed. The three domains are: i. Affect; 2. Behavior; and 3.
Cognition. Any statement may be classified in any of these domains.
Target refers to any of the four person/relationship dimensions on which
the statements are focused. The four target are: 1. Client; 2. Client-
Counselor; 3. Counselor; 4. Counselor-Supervisor dynamics.
The goal is for the trainee is to become aware of the modalities and targets,
and to connect these with the appropriate cognitive levels to promote self-
understanding in the client and in doing so, he or she would be an effective
agent of change.
Intent/purpose: To help the supervisee develop a complex and
comprehensive approach to counseling through assessment of cognitive and
affective levels and by applying appropriate interventions.
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This model represents, demonstrates and explains four supervision
functions. These functions are helpful in the following areas: 1. To
understand developmental levels among trainees and implement appropriate
interventions; 2. To track and direct the supervision process; 3. To
develop developmental skill hierarchies; 4. To establish systematic and
sequential supervision formats, and foci to enhance trainee's development.
The usefulness of this model lies in providing a comprehensive
supervision framework and step-by -step guide. First, it can be used as an
assessment tool to determine trainees' levels of functioning within the
counseling supervisory task at any point in the process of supervision for
appropriate interventions to be prescribed. Second, it can be used to
systematically control the supervision process. Third, it can be used to
develop developmental skill hierarchies to give the supervisor the frame of
reference on how to proceed. Fourth, it provides a sequential format and
foci to foster and enhance trainee's development.
Theoretical bases: This integrated model is built on Weinstein &
Alschuler's (1985) work on the development of self-knowledge,
Stoltenberg and Delworth (1986), and on Ivey's (1986) conceptualization
of Piaget's theory of cognitive stages in counseling.
The model assumes that:
1 . supervisees' progression can be categorized and explained in four
hierarchical and sequential stages which are considered developmentally-
related; 2. supervision focuses on the understanding of interaction, self-
understanding and client conceptualization; 3. the necessity to assess
cognitive developmental levels through time but within the counseling
domains; 4. that cognitive developmental levels are hypothetical
constructs and are inferred from verbal statements in supervision.
Furthermore, it is assumed that cognitive development can be facilitated
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and enhanced by the development of complex linguistic structures; 5. the
level of supervisee's cognitive development is related to h/her counseling
performance.
Process: The process focuses on supervisor and supervisee's
statements as these relate to the three dimension: Cognitive developmental
level, Modality and Target. Cognitive developmental level is a dimension
that helps the supervisee conceptualize the client, him/herself and the
relationship between them, and between him/her and the supervisor.
The modality helps the supervisee identify the learning domains associated
with affect, thoughts, and behavior.
Target relates to the relationship dynamics at any given point with
any of the of members involved. For example, client focus statements are
targeted to look and understand the client's thinking, feeling, and acting.
Client-Counselor statements attempt to look at the dynamics between the
client and the counselor. Counselor focus statements attempt to target at
the counselor's thinking, feeling and acting. It is then conceivable that one
or a combination of dimensions predominates a supervision session, or
sessions across time and across supervisees. The goal is for the supervisee
to be knowledgeable about these dimensions and use them as tools to
navigate and be effective with his or her clients.
Loganbill, Hardy and Delworth's (1981)
Definition of supervision: The authors define supervision as "an
intensive, interpersonally focused, one-to-one relationship in which one
person is designated to facilitate the development of therapeutic competence
in the other person" (p. 4). This model of counselor development is
similar to Prochaska, et al. (1984) in which outline stages of the supervisee
and supervisor's relationship, from the perspective of a developmental
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process that begins with total dependency on the supervisor and ending in
supervisee's self-consultation.
Goals of supervision: Not stated.
Intent/Purpose: The present models also outline four major functions
or purposes of supervision: 1. to monitor client welfare; 2. to enhance
supervisee's growth within stages; 3. to promote transition from stage to
stage; and, 4. to evaluate the supervisee.
Theoretical bases: The model's theoretical underpinning are
developmental. It is heavily influenced by the major developmental
theorists of psychology, such as Erickson (1963, 1968), Mahler (1979),
and Chickering's (1969) developmental models. The model's effective
application of developmental theory relies on accurate assessment of the
supervisee's eight content issues (competence, emotional awareness,
autonomy, theoretical identity, respect for individual differences, purpose
and direction, personal motivation, and professional ethics), and the
identification of the three developmental stages (stagnation, confusion, and
integration) across the content issues, and appropriateness of subsequent
interventions in the supervisory process. The model describes the,
supervisee's process across the three stages mentioned earlier and points to
the kinds of developmental domains in the course of transition between
stages. They state that the transition between the first two stages is marked
by emotional responses while the transition to the last stage is primarily
cognitive.
Process: This conceptual model of supervision focuses on a detailed
description of the three stages of counselor development regarding specific
content issues. The stages are: stagnation, confusion and integration.
These stages occur at each of the eight content issues and must be resolved
before becoming master counselors. The content issues are: Competence,
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emotional awareness, autonomy, theoretical identity, respect for individual
differences, purpose and direction, personal motivation, and professional
ethics. The role of the supervisor is to assess the level of development on
the issue that is being dealt within supervision and to promote growth to
the next level of development on that issue.
Table 1.
Four Major Models of Developmental Supervision
Author: BLOCHER I CAREY I LOGANBILL et al. I STOLTENBERG & DELWORTH I
Criteria: DEFINITION I GOAL I PURPOSE I PROCESS I THEORETICAL BASES I
3. Summay of the Four Major Models
Definition: Supervision is a combination of complex activities that
include teaching, overseeing, influencing, and metatherapy; performed by
an expert counselor/therapist to facilitate the personal and professional
development of the novice counselor/therapist in training.
Goal: The goal of supervision includes: To prepare supervisees
professionally. This preparation includes a wide ranges tasks, from
acquiring concrete skills in a variety of domains, such as intervention,
assessment, diagnostics, client conceptualization, treatment goals and plans,
and professional ethics (Stoltenberg & Delworth, 1987), to changes in
abstract cognitive processes. For example, according to Stoltenberg and
Delworth, Blocher's goal is to help the trainee "develop more complex and
more comprehensive schemas for understanding human interaction."
(p.29).
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Purpose: To facilitate and foster the personal and professional
growth of the supervisee through client interaction. More detailed
functions within the general purpose include: to monitor client welfare to
ensure quality control, and to evaluate the supervisee's professional
competence.
Process: The process of supervision is a process of change that
occurs in stages. The stages are developmentally progressive and
encompass the ego, intellectual, interpersonal, and cognitive domains. In
addition, the stages are sequential and build on previous stages to form
progressively "more complex and qualitatively (in addition to
quantitatively) different structures" (Stoltenberg & Delworth, 1987 p. 5).
The process occurs in a form of interchange between supervisor and
supervisee to promote growth or shifts to the proceeding stages. Carey
(1988) states that the development occurs in affect, cognition, and
behavior, and it reflects Piaget's stages of cognitive development..
Theoretical Bases: Supervisees' developmental progression can be
categorized and explained in four hierarchical and sequential stages which
are considered developmentally-related. The cognitive developmental
levels are hypothetical constructs and are inferred from verbal statements
in supervision. Furthermore, it is assumed that cognitive development can
be facilitated and enhanced by developing complex linguistic structures.
The models directly and some indirectly assume a developmentally-related
framework, although each model may emphasize different aspects of
development. For example, Carey and Blocher focus on the understands
of interaction, self-understanding and client conceptualization. Blocher
suggests the importance of ego, intellectual and moral developmental
processes a framework for monitoring the personal-environment
orientation as the bases for professional development. Stoltenberg &
Delworth's (1987) model assumes the interaction of acquired experience
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(environmental factors) and the cognitive element (organismic factors) that
"serves to organize and interpret events into increasingly and more
complex and qualitatively (in addition to quantitatively) different
structures" (p. 5).
In summary, developmental models of supervision have these basic
assumptions in common:
1. Development is synonymous with growth and it encompasses all
domains; 2. growth is seen as progressive and sequential; 3. counselor
development is viewed as a process that occurs in context of a relationship
with an experienced clinician using the hands-on experience as the content
focus; 4. the role of supervision is to facilitate and enhance personal and
professional growth; 5. development in one domain tends to parallel other
domains; 6. growth is seen as a developmental process that occurs in
stages and requires the acquisition of theoretical knowledge, skills and
experience, and the integration of all three; and, 7. none of the models
makes reference to supervisor development nor of training and education
as preparation for the task.
The four developmental models of supervision share notable
similarities. Blocher (1983), Carey (1988), Loganbill, Hardy and
Delworth (1982) and Stoltenberg & Delworth (1987) share the basic
criteria under which the models were evaluated. The focus is development.
The language used to describe the models and the process of change are
also very similar. The models take into account the developmental process
as encompassing the ego, intellectual, moral, cognitive and interpersonal
domains. Although some of the models refer specifically to individual
factors, environmental conditions are perceived as essential elements in the
developmental process.
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The above developmental models of supervision provide the
foundation for the present study. The goal of this study is to use the known
aspects of developmental supervision as the foundation and to provide
evidence on the practical use of adult development in the supervision
process. The section that follows provides an overview of empirical data
on the practical application of developmental models of supervision.
C. Emperical Evidence on Developmental Models of Supervision
Hill, Charles and Reed (1981) found that pre-doctoral student
supervisees progressed through four stages as they gained experience. The
first stage, Self-consciousness, is characterized as a heightening of
supervisee's internal awareness of experience. At the second stage the
supervisee attempts to adopt a theoretical stance and applies it
indiscriminately. However, as she or he gains expertise in the chosen
model and recognizes its flaws, she or he moves to the third stage. This
stage is categorized as a process of rejecting the original theory in favor of
eclecticism. The fourth stage is a result of the progression from the
previous stage in which she or he clarifies, articulates and integrates
various theories and ends with his or her own personal theory. By this
stage the supervisee is thought to have acquired personal autonomy and
high self esteem. Concerning trainee development, they suggest that
previous counseling experience did not have an effect on the acceleration of
skill acquisition. Instead, they suggest that changes in the trainee tends to
depend on the particular context of the supervisory relationship and not
the process of establishing a professional identity.
Worthington (1987). This progression is very similar to that
postulated by Hogan (1964) and described earlier with an added dimension:
that the role of the supervisor is in part, to create an ideal environment to
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promote growth at each stage. The study consisted of 12 graduate students
who were followed for three years during their doctoral training program.
The hypothesis of the study was that changes in counseling skills such as
number of verbal responses (e.g. minimal encouragers, directives,
questions, and complex responses), anxiety level, activity level, and quality
ratings would occur throughout the three years.
The analysis of a session per year indicated that supervisees' most
significant changes were seen in an increase in their use of minimal
encouragers and complex responses and a decrease in questions, and
maintenance of acceptable levels of activity, anxiety and quality ratings.
Higher order skills changes occurred in all students regarding "more
abstract and less operational higher-order abilities, such as timing,
appropriateness of intervention, ability to conceptualize client dynamics,
planning treatment strategies, methods of working with resistant and
defensive clients, and ideas about how and when to terminate" (Hill et al,
1981, p. 434).
Thus, the results are consistent with the model of counselor
development that have been described but in very general terms. Caution
is noted by the authors who state that the model represents a general
overview of how students progress through training but that it may not be
reflective of individual supervisees' progress and that individuals may
fluctuate back and forth across stages due to two important factors,
personal issues and client type. They also strongly emphasize the difficulty
in articulating, operationalizing, teaching and testing the higher order skills
as these are referred to in the literature.
Reising and Daniels' (1983) results on the study of Hogan's model
provide evidence suggesting an overview of counselor development
represented by the model. Furthermore, the data also suggests that
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"counselor development appears to be a complex rather than a simple
process" (p. 239). The data also suggest the need for developmentally
appropriate training and supervision. Heppner and Roehlke (1984)
examined differences in supervision across three levels of counselors-in-
training. The results suggest that variables related to the supervisory
interpersonal relationship differ across trainee levels, and that different
supervisor behaviors were effective at different levels of training, and that
different types of "critical incidents" were reported across the supervisory
process. Thus, the results suggest a developmental progression of
counselor trainees within the supervision process. The results are also
consistent with those of Reising and Daniels (1983).
Carey and Williams (1986) compared Cognitive Styles between
practicum supervisors and counselors in training. The results suggested
that a Thinking Style significantly predominated the supervisors' cognitive
orientation while counselors in training scored higher on the Intuitive
Style. The implications for supervision are that: 1. The differences in
cognitive styles between supervisors and supervisees may have
detrimental/negative effects in the supervisory relationship due to
miscommunication and misunderstanding; 2. The focus and process of
supervision could be mismatched; 3. The general concern relates to
whether supervisors' cognitive style changes in the process of graduate
training. If so, how effective are graduate training programs in preparing
counselors and psychotherapist for the job.
Lambert (1974) compared the process of counseling with supervising
by assessing the degree of facilitative conditions (empathy, respect,
genuineness and specificity). He found that the level of respect and
genuineness was equal in both situations. However, the levels of empathy
and specificity were lower in supervision than in counseling.
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Moreover, Holloway's (1983, 1987,1988) extensive evaluation of
developmental models focuses on three principles: A. Distinctions between
models of training and models of counselor development; B. The methods
used in measuring counselor development and supervisory relationship;
C. A system to characterize conceptual levels as a content-specific
variable.
Holloway make distinctions between models that deal with
counselor/therapist developmental process the process and the models of
counselor training. The difference she makes is that models of
counselor/therapist developmental process describe changes that occur in
the individual undergoing supervision, while training models prescribe
actions to be taken by the supervisor within the context of supervision for
facilitating growth. The issue of concern for her and one that is pertinent
in this paper is the relationship between the two models and how the
process of counselor development relates to counselor training.
To this end, Holloway (1988, p. 138) makes reference to Hills,
Charles, and Reed's (1981) research which suggests that prior experience
in counseling had no effect on supervisor's perceptions of trainee needs as
supported of the developmental model. This suggests that mere experience
is not the primary factor in trainee growth.
Holloway furthermore states that the results are probably due to
some degree of misconception about development, and offers three
plausible explanations about what may be happening. She suggests that: 1.
perhaps no growth occurs without formal supervision; 2. growth occurs
only under the formal supervision experience; 3. the formal supervisory
process triggers certain environmental needs for the trainee to cope within
this role. Thus, the methodology used in accurately assessing
developmental shifts is questionable and suggests that Stoltenberg and
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Delworth's (1988) claim about counselor's developmental process is
nothing more than a prescription of behaviors between supervisor and
supervisee which may result in an observable sequence of behavior.
Holloway (1987) also questions the characterization of developmental
levels. She states that development may differ within content-specific
experiences, (some people may show low cognitive level in new situations
and be very high functioning in others) and therefore, it should be
distinguished from a global cognitive construct. Holloway's assertion "is it
development?" relates to the same concern; that development should be
able to be detected regardless of training or supervision modalities and not
only detected within Developmental Supervision. The question that still
remains for her is: Is developmental change a macro or a micro change?
Worthington's (1979, 1987) summary of research on counselor
development suggests that empirical data support developmental models of
supervision concerning counselor development but do not support the
claim that supervision environments are matched to supervisees' needs. He
also concludes that empirical research on changes in supervisors as they
gain experience reveal minimum differences at any level beyond the
master's level. Borders, Long and Neimeyer's (1986) study on trainees'
level of ego development and perceptions of clients found that trainees at
high levels of ego development had a greater awareness of the interactive
dynamics of the therapeutic relationship, and described their client
interactional terms more frequently than those of trainees at low ego levels
(p. 46).
1. Summary
The research in the area of developmental supervision is a recent
phenomenon and one that appears to have a promising role in an area of
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great need. The research findings have yielded some positive results.
Caution should be exercised in determining their statistical validity and
reliability however, because of the lack of clarity in defining the content
(development) and the methodology employed to verify it. This is an
inherent flaw in the developmental models of supervision and one which
serves as impediment in conducting empirical research. For example,
development is studied in the context of the supervisory relationship and
supervision is only one of the training components. In addition if
developmental shifts occur, they must be evidenced in all other areas of the
trainee's life because professional growth should not be incongruent with
personal growth.
2. Recommendations for Further Research
Supervision models may benefit from further research by making
the link between cognitive, psychosocial and adult developmental theory
and supervision practice and by measuring developmental processes in
both, supervisor and supervisee.
The critical issues that need to be addressed in future supervision
research are:
1 . To continue developing working models that can articulate adult
developmental theory and its prescriptive application strategies in
supervision. It is then necessary to develop a construct that lessens the
effect of the more global measure of cognitive development to
demonstrate that "content-specific construct" has the characteristics of
developmental progression.
2. To perfect strategies or tools to determine adult ego levels and
cognitive developmental levels, level of clinical experience, and individual
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traits, and to match these with prescribed strategies (tactics) to reach a
specified goal.
3. To measure the effect of supervisor's and supervisee's
characteristics in supervision.
4. To measure supervision environments and supervisee needs, as
well as to look at the development of supervisors as they gain experience.
5. To reach validity and reliability on the following variables:
supervisor's and supervisee's matching level or non-matching, clinical
problems, the processes that are used to produce change in therapy, and the
processes that supervisee uses (chooses) to produce change in the patient.
6. To establish an approach for assessment of systematic stage
transition and strategies for progressive movement.
7. To conduct further research on Carey's supervision technology
which is based on linguistic markers that indicate the level of readiness for
transition between stages.
D. Clinical Supervision as Applied Adult Development
Historically, clinical supervision has been thought of as an extension
of psychotherapy. It is often thought about as an combination of activities
that involves teaching and therapeutic components and that it is performed
by a clinically experienced person for the purpose of imparting the
knowledge and skill to the inexperienced in the field. A different
perspective on clinical supervision is proposed in this paper. Clinical
supervision is conceptualized as applied adult development for the purpose
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of determining how theory and practice of supervision would change if it is
conceptualized as such, and to determine how could supervision profit
from an infusion of adult cognitive development concepts and technology.
The section that follows reviews developmental theories and attempts to
look at their relationship to adult development and their relevance to
clinical/counseling supervision.
The various theoretical models on human development reflect
various ways of perceiving and conceptualizing development, each with its
set of assumptions which is a reality created by the perceiver as evidenced
by the theories that follow. The goal of this section is to look at the
process of adult development and determine its application to (adult)
clinical/counseling supervision.
1. Types of Development: Cognitive. Intellectual/Ethical. Self. Moral.
Ego and Interpersonal
a. Cognitive Developmental Theories
Piaget (1952, 1972, 1977), Fischer (1980, 1983), Fischer & Bullock
(1981), and Ivey (1986).
Piaget's (1972) theoretical construct assumes that cognitive
development is successive, hierarchical, cumulative and progressive.
Piaget defines two types of development: the psychosocial development
which is the result of external stimuli provided by the social milieu, and the
psychological or cognitive development (the internal and spontaneous),
which proceeds through a series of stages and take considerable time to be
formed. Piaget's theoretical construct concerns the cognitive development
of the child. He made no reference to adult development. In fact, he
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indicated that he did not have much to say about adult development,
because he did not know anything about it.
The process begins at birth and peaks in adolescence. It progresses
through a series of four stages. Although the stages are not meant to be a
clear delineation of chronological age, they are successive stages, with
distinguishable characteristics. Each stage presupposes substrata, previous
structures from which the subsequent stage is formed. The order of
succession indicates that cognitive development is sequential. Each stage is
built upon the development of the previous stages, and each stage
determines the development of subsequent ones.
The four stages of cognitive development are as follows:
Sensori-motor Intelligence: It occurs from birth to about eighteen
months and it precedes language. Language is absent, therefore thought is
not yet possible. Intelligence is the ability to solve problems. Thought is
an internalized intelligence that is symbolic, such as speech and mental
pictures. To think means to classify, to arrange, to dissociate. Speech is
bound up with thought and it assumes a system of internalized actions
and eventually a system of operations. These operations are the result of
having been carried out in action first, and then constructed in thought.
This stage is characterized by the beginning of the child's relationship with
the environment through sensory experience of it, accommodating to it,
and assimilating it into schemas or patterns as ways of organizing stimuli.
Pre-operational Representation: Ages two to seven.
This stage is characterized by the ability to use symbolic representation,
such as speech and mental imagery. Irrational and magical thinking
predominate as ways of making sense of the world. Moreover, an
egocentric view of the world is the tendency, because separation of self
from object is now possible. Object constancy and conservation are two
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important accomplishments in this stage. All that has been acquired on the
sensorimotor level must be elaborated again on the representational level
before moving on to subsequent operations.
Concrete Operations: Ages seven to twelve.
This stage is characterized by the ability to conceptualize cause and effect
and to think logically about events. However, it is not a logic based on
verbal statements (propositions), but on the manipulation if objects
according to different relations, such as sedation and classification.
Formal Operations: Adolescence. This stage is characterized by the
ability for inductive and deductive reasoning, through logic of
propositions. Here the combinatorial faculty is present which connects
elements together based on classification of all the classifications. Thus, the
child is able to conceptualize abstractly and to think about events from
different views, to think about thinking and to think about feelings.
For Piaget, there are four factors which determine the rate and
duration of cognitive development, neither of which can be isolated
psychologically, because they function in concert and not alone.
1. Heredity: Heredity refers to the organism's internal maturation
process and its capacity to interact with the environment. A biological
predisposition that is set in motion and which influences and is influenced
by those environmental factors mentioned below.
2. Physical experience with the world of objects: This factor refers
to the organism's necessity to experience life in, and to interact with and
the physical world and learn from such experience.
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3. Social Transmission: This factor refers to the process of
education which can facilitate or hinder cognitive development. Cognitive
development can be promoted, but cannot be accelerated. Learning can
occur through conditioning, however, conditioning is task specific and
learning is not generalized. The reason is that no structural change has
occurred in the real Piagetian sense.
4. Equilibrium: This factor refers to the need for the organism to
maintain balance among the previous three factors. Equilibrium is not
static, but rather, it is a compensatory movement. The interplay between
the organism's and environment's regulatory and compensatory forces. In
other words, equilibrium in reached by the process of accommodation and
assimilation between the organism and the environment. Kohlberg (1984)
cites Piaget's (1952a) basic premise: that cognition and affect are features
of the schemata that make up the equilibrium's structure. "The cognitive-
developmental assumption is that basic mental structure is the result of an
interaction between certain organismic structuring tendencies and the
structure of the outside world, rather than a reflection of either one
directly" (p.13). ^"'1'
Fischer (1980), Fischer & Bullock (1981) reiterate Piaget's
cognitive construct and use it as a frame of reference from which further
research has been conducted. Fischer & Bullock, together and
independently have focused their research on developing criteria for
identifying the following: 1. developmental stages and 2. the sequences of
developmental process, 3. the synchrony of development, and 4.
developmental constraints.
1. The criteria for identifying stages are: a). Developmental
sequence must show qualitative change, b). Include later developmental
steps that are hierarchically built upon previous ones, c). Lead to a
structure of the whole (structure), a Gestalt-like logical structure, d).
Reflect an equilibrium, e). Show movement toward an end point, and f).
He universal across children and cultures.
According to Fischer, theorists use stages as descriptive measures
lor portraying developmental change across a sequential process. However,
he concludes that the number and the nature of developmental sequences in
any domain, depends largely on the child's experience, the type of tasks
used, and the way and level of analysis performed. Fischer ( 1983) suggests
that the criteria for assessing levels of cognitive development still
theoretical and that empirical research has not proven a high dejjree of
accuracy and suggests that the most common criterion used for determining
whether a level exists is by qualitative change in a behavior.
2. Developmental sequence. Fischer (1983) suggests that
development occurs in a progressive order and outlines four distinct
patterns of sequential progression. A. Hierarchical Inclusion. It relates to
the notion that developmental stages occur in sequence, whereby the
complex structures are built on the previous and less complex ones. This
notion is in keeping with the general assumptions about cognitive
developmental theory (Kohlberg, 1984). B. Biased Operating
Characteristics. This relates to the idea that some people process
information different from the norm, in a consistently and systematic
manner. For example, in a classification task, a child may classify by shape
before classifying by color, but only at new points of complexity. This
phenomenon suggests regression to previous stages when confronted with a
new task. C. Differential Learning Opportunities. This refers to the role
of environmental factors that enhance or prevent otherwise normal
developmental processes. For example, environmental opportunities need
to be available for developing particular skills, and not others. The
environment determines to a large extent the range and specificity of skills
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<li:>< an individual can develop. I). Malunilional Scheduling Tins is an
orgamsmically determined developmenl wind, is usually referred u, as
™U,nty and winch is no. attributed to the two above mentioned factors
•or example, crawl,,,, con.es before walk,,,., or speak,,,, occur,,,,
bel ore reaching sexual maturity.
3. Developmental synchrony. A. Point synchrony is the possibility
oi two or more performance abilities developing simultaneously B
Interval synchrony: It refers to the potential for two or more performance
capabilities existing but not developing at the same tune such a in
simultaneous types of development.
4. Developmental Constraint: Constraints are factors thai enhance
and those that prevent development.
According to Ivey (1986), development is analogous to life itself. It
is a process, an outcome, and a state of being. Ivey captures the essence of
development when he states that "the journey is development; the
destination is an inevitable repetition of our return to where we began (but
with a new state of awareness)..." (p. 3). Development however, also
encompasses a wide range of aspects of human existence: the biological,
psychological, intellectual, social, moral and ethical, all of which occur in
concert with each other, interdependent of each other and separately but
simultaneously related and of which occur in the context of the
environment. Developmenl assumes change and in a direction toward
physical, psychological, intellectual and ethical growth. Ivey (1986) slates
that development involves change in acquiring "new behaviors and systems
that are more effective in the real world." (p.4 ). However, development
Often occurs in less obvious and observable ways but is evident in change of
attitude, beliefs, ideas and perception about the world which create chanties
m behavior.
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According to Ivey (1986), psychological phenomena oriented toward
the understanding of the origin, the development and process of human
nature can be traced back to Plato, Marx, Darwin, and Einstein. More
recent contributions have been made by Freud, Piaget, Skinner. Each
theorist takes a different approach to and looks at particular aspects of
development differently, but no one denies the interplay of the organism
with the environment.
b. Intellectual and Ethical Development
Perry's (1970)
Perry's model focuses on the cognitive and ethical development of
students during the college years. His assumption is that people progress
through intellectual and ethical development in late adolescence and early
adulthood in an orderly manner. Growth and development are seen as
progressive ways of perceiving experience that pertain to the nature and
origin of knowledge, values, and responsibility. His model consists of six
hierarchical stages reflecting internal structures, and three levels of
existential commitment in which each level contain three stages.
Table 2.
Perry's Schematic Representation of
>- Development- >
Dualism Relativism Commitment
Stages 1-3 Stages 4 -6 Stages 7-9
(structural) (structural) (affective)
stages stages stages
Source: Perry (1970, p. 58).
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The basic assumptions about ways of thinking and perceiving in the
Duahstic level are that: 1). Information is either right or wron* 2)
Uncertainty is seen as an error. The three stages progress through levels
of this duality. At the Relativism level, knowledge has validity only within
a context. The Commitment level is characterized by an individual's
affective struggle with his or her identity regarding the issue of
commitment in his or her life (Rodgers, 1980).
Thus, the stages of development refer to ways of thinking and
perceiving. A structural transformation in perception begins with
absolutism, through dualism and relativism, to commitment. Commitment
is a way of dealing with the world of relativism. The stages are relatively
stable forms with transitions between stages. The ultimate level is when
the individual has learned to think about his or own thinking, understand
the patterns of his or her thinking and be able to compare these patterns
with those of others. An interesting inference about this models is that the
levels begin with Piaget's Concrete levels of thinking and progress to
Formal Operational in which affect, interpersonal relations, social and
personal ethics are key elements in the Commitment level. This suggests
that as development progresses, the higher stages reflect a complex schema
highly governed by affect, interpersonal relations, and ethics.
c. Self Development
Weinstein and Alschuler (1985)
Weinstein and Alschuler (1985) describe self-knowledge as a
developmental process. The theoretical construct incorporates ego
developmental theory and assumes parallelism with cognitive, social, and
moral development. It also suggests that the process is a slow but
continuous and hierarchical in nature. Self-knowledge is described as
one's ability to describe, predict and manage one's inner experience. The
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process is compared to the scientific investigation process whereby thendmdual gathers data from experience, makes sense of it and expresses itas descnptions and hypotheses. The data is referred to as consisting of
conscious feelings, sensations, thoughts, and actions. These data undergo
menta operations which organizes it in categories, sequential casualty
possible behavior, and consequences. These mental operations are the
organized and coherent wholes that Piaget (1977) refers to as structures or
schema. The structures are inferred from systematic differences in verbal
descriptions and hypotheses that individuals have about themselves The
method that transforms data into categorical statements is called the
Unforgettable Experience Recall (UER).
The stages of Self-Knowledge are described as follows:
1. Elemental Self-Knowledge: This stage is characterized by
statements that contain fragmented elements of personal internal experience
as it is reflected in words such as: happy, like, sad, want, and hope.
2. Situational Self-Knowledge: This stage is characterized by
depicting descriptive situations as a whole. The experience is no longer
fragmented; it is a coherent situation. At this stage the individual makes
connections between external events and internal experience but does not
connect feelings with subsequent feelings and behavior.
3. Pattern Self- Knowledge: This stage is characterized by
descriptions of stable internal responses and reactions to a class of
situations or result in a class of situations. The individual at this stage can
generalize across situations, anticipate events more accurately, and
systematically modify his or her pattern of perceiving or responding to the
same situations.
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4. Transformational Self-Knowledge: This stage is characterized by
one's ability to describe how she or consciously monitors, modifies, or
manages his or her inner patterns of response. Having this awareness, the
individual has the capacity to create his or her inner experience.
Process of development: Self knowledge may be developed through
formal education and through counseling or therapy. The process occurs
in an ongoing dynamic growth progression along several dimensions: from
concrete to abstract, external to internal, physical and behavioral to
psychological, simple to complex, global to differentiated, unidirectional to
multidirectional, and fatalistic to intentional.
Implications for supervision models: This theoretical structure
outlines the framework for supervision models. The theoretical
underpinnings provide four stages of self know ledge and the strategies for
enhancing it. This framework could be applied in supervision as a tool to
enhance professional and personal growth and competence in counselors
and therapists so that they can learn to recognize, describe, predict and
manage their inner experience and to do the same with and for clients.
d. Moral Development
Kohlberg (1984,1987) and Gilligan (1982).
Moral development is complex and difficult to conceptualize as an
entity separate from other types of development. Kohlberg's (1984)
theory of moral development builds on Piaget's cognitive developmental
stages and he claims that cognitive and affective development spring from
a common structural base. Furthermore, developmental trends of age-
development in moral judgment parallel the formal-structure of age-
related, cognitive development (Kohlberg 1987).
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Moral reasoning and social development depend upon cognitive
development, education, and social experience because they involve the
complex logic of other people's experience and viewpoints. Kohlberg
describes six stages of moral development which are grouped into three
levels. The levels and stages within the levels form a hierarchical structure
that depicts developmental progression concerning the relationship between
the self and society's rules and expectations. The three moral levels and the
corresponding stages are defined in relation to: (1) what is right. (2) the
reason for upholding the right, and (3) the social perspective behind each
stage
Table 3.
The Six Moral Stages
Content of Stages
Level and Stage I What Is Right I Reason for Doing Right I Social Perspective of &agg
Level I.
Preconventional:
stage L
Heteronomous I Obedience I To avoid punishment, I Egocentric
Morality
stage 2.
Individualism, I What is fair to one's, I to serve one's interest I Concrete individualist
Instrumental I or someone's immediate I recognizes others' interest. I perspective.
Purpose and I interest
Exchange
Level II.
Conventional:
Stage 3. I To fulfill what's
Mutual,
I expected of him
Interpersonal I or her.
Expectations,
Relationships, and
Interpersonal Conformity.
I to prevent rejection,
I loss love. Belief in
I Golden Rule.
I Individual perspective in
I relationship to others.
table 3 continued on next page
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table # 3 continued
ISocial duties take
I To maintain
I presedence over rules/ I social order,
I laws if in conflict.
I and the system
I Able to distinguish societal
I point of view from
I motivations.
Stage 4.
Social System
and Conscience,
individual's
Level III.
Postconventional
or Principled:
Stage 5.
Social Contract I Awareness about
I A sense of I Prior-to-society perspective
or Utility and values, and opinions
I obligation to law I Consideration of moral and
Individual Rights I to be relative to different I for the protection of I legal views; recognizes
1 groups.
I all. "
| conflict, difficulty
I integrating I them.
Stage 6.
Universal I Individual's ethical I The belief in the I Perspective of a moral point
Ethical Principles I priciples. Principles I validity of universal
I of view. Social arrangements
I override laws. Principles I moral principles & I derive from it. Belief in the
are universal principles of I commitment to them. I nature of morality.
I justice.
Equal human richts.
Source: Kohlbcrg. 1987. pp. 285-286.
Kohlberg (1987) defines the term "conventional" as the process of
"conforming to and upholding the rules and expectations and conventions
of society or authority just because they are society's rules, expectations, or
conventions, " (p. 283).
At level I, What Is Right is understood as a need to avoid breaking
rules to avoid punishment, obedience is followed for its own sake. The
Reason for Doing Right is to avoid punishment; great power is attributed to
authority. The social perspective depicts an egocentric relationship in
which the individual perceives rules and social expectations as external to
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the self. At this level the individual does not consider or recognize others'
interests to be different from his or her own.
Level II- Conventional, is characterized by a level of moral
behavior in which individuals in Stage 3, abide by rules of interpersonal
relationships, expectations and conformity. In addition, in Stage 4,
behavior is determined by rules of social convention and conscience. The
Reason for Doing Right is primarily out of the need to be accepted by
oneself and others. In Stage 3 the belief in the Golden Rule prevails, as
applicable to individuals, while in Stage 4, the Golden Rule is perceived as
necessary to maintain the functioning of the system as a whole. The Social
Perspective of Stages differs between Stage 3 and 4. in that Stage 3,
emphasizes the individual's perspective and in Stage 4, the emphasis is on
society as a whole.
The Level III. Postconventional or Principled, stage 5 is
characterized by the value on Social Contract/utility and Individual Rights.
What Is Right in this stage is governed by the awareness that values and
opinions are relative to social groups and therefore deviation is recognized
and accepted. However, nonrelative values and rights such as life and
liberty take precedence over group values. Stage 6 differs from Stage 5 in
that one's ethical principles are in accordance with the Universal Ethical
Principles and these take precedence over the group's values. The Reason
for Doing Right in Stage 5 is governed by a sense of obligation and
commitment to social contracts and laws for the welfare and protection of
people's rights. Stage 6 is characterized by a sense of personal value of
and commitment to the universal moral principles. The Social Perspective
of Stages differs slightly between Stages 5 and 6. Stage 5 emphasizes the
individual's values and rights before social commitment and considers
moral and legal perspectives and accepts conflict between them but attempts
to integrate them. Stage 6 is marked by the individual's recognition and
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acceptance of the nature of morality as a universal principle that applies to
all people.
In summary, the Levels and stages reflect a progressive change
from the Preconventional to the Postconventional Levels. The change is
reflected in the individual's perspective about the relationship between
himself or herself and society' rules and expectations. In Level I the rules
and expectations are perceived to be external and egocentric. The
individual perceives rules concretely and obeys faithfully for fear of
punishment. In Level II, the individual conforms to social norms to be a
member of that society. Rules and expectations are those of the society and
predominate Individual values.
Level II, the individual's values and principles are of a universal
nature. Commitment to these values are higher than those of society,
although society's values would necessarily be derived from these universal
principles.
According to Kohlberg (1987) moral development parallels
cognitive stages as described by Piaget. For Kohlberg, the stages of moral
judgement represent a hierarchical structure in which "a higher moral
stage is better in solving moral problems as problems of conflicting
interests and claims, especially justice claims..." (p. 22, 292). Thus,
Kohlberg does not suggest that human worthiness relates in any way to the
hierarchical levels of moral development, but rather, that "Worthiness is
related to actual moral action, not verbal judgements, ...a person's moral
worth... (is judged by) our Stage 6 theory or principle that each human
being is worthy of equal dignity and respect" (p. 292).
On the issue of universal application, Kohlberg (1987) makes such
claims. He poses that in two cross-cultural longitudinal studies (Nisan &
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Kohlberg, 1982; Kohlberg, 1984), the results suggest, an invariant
sequence was significant within the limits of error measurement. However,
Snarey's (1985) studies of moral reasoning development in a wide-range of
cultures, suggest a positive correlation between cultures with higher
educational systems and achievement of the highest stage. Stage 5.
Kohlberg (1987) agrees with Snarey's findings and states that it is in
accordance with his theory. That is, that "middle-class and educated
persons are more likely to reach the higher stages than working class
persons..." (p.303). He further postulates that he "predicted that not all
societies would show Stage 5 if the conditions for post-conventional moral
development were not present" (p.303).
Kohlberg (1987) refers to Gilligan (1982) regarding gender
differences in moral development. Gilligan postulates that two tracks of
development exist, one of caring and one of justice. Females tend to focus
on issues of caring, while males tend to focus on issues of justice. Rest,
Turiel, & Kohlberg (1969) postulate that moral reasoning is enhanced by
environmental challenge provided that the challenge is only one stage (+1)
above the person's current stage. They found in their study that subjects
rejected examples of thinking lower their own and were unable to
comprehend examples more than one stage above their current stage.
Their preference was one stage above their current level.
Kohlberg (1971) recommends the following strategies to enhance
moral reasoning by providing +1 environments: 1. Role-taking and role-
playing. This relates to having the opportunity to partake in different roles
and in doing so, it provides a different perspective. 2. Diversity of levels
of reasoning. His notion is that diversity in the environment also provides
opportunities for multiple perspectives. 3. "Just" social structures. Social
structures that provide opportunities for democratic participation in
activities and decision-making, and 4. Focus on reasoning. This strategy
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relates to the opportunity for dialectic activity, such as seminars that
contain intellectual discussion.
Thus, according to Kohlberg (1987, p. 23), cognitive development
gives rise to moral and social development. He goes on to claim that
"While moral stages parallel cognitive stages, a given cognitive step always
precedes the parallel moral step." Moral reasoning and social development
depend upon cognitive development, education, and social experience
because they involve the complex logic of other people's experience and
viewpoints. Ego levels and moral development levels have been found to
be closely related (Sullivan, McCullough, & Stager, 1964).
e. Ego Development
Loevinger (1976)
According to Kohlberg (1987), Ego is the unifying element of
personality that connects all experience together. As a unifying unity, the
ego or self develops as a whole unity that includes all other aspects of
development: cognitive, moral and social, and psychosexual. The unifying
point of personality is the integration of the concept of self in relation to
physical and social reality.
Ego stages have not been clearly defined as clear as cognitive and
moral stages have because ego development is impossible to be measured
through verbal expression. However, Loevinger's (1976) work has been a
significant contribution to the understanding of ego (personality)
development. She defines ego as 1. the central core of personality
development, 2. a view of human nature, 3. as a way of making psychology
a science. Ego development is referred by Loevinger (1976) as "... a
process, a structure, social in origin, functioning as a whole, and guided
by purpose and meaning" (p. 67).
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Loevinger conceives ego development as a "continuum for sequential
changes in structures of meanings and structures of character. The stages
and associated character types are patterns which can be operationally
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defined at each stage" (Hauser. 1976, p. 930). Ego development
encompass the self, cognitive, moral, social domains, and it is a unified
organization. Its underlying core is an "organic unit." Loevinger's ego is
the self, the core of personality. She focuses on the development or
ongoing transformation of this "organic unit." Ego functions as the core of
personality searching "...for coherent meanings in experience" (1976, Vol.
I, p. 8) and "It strives to master, to integrate, to make sense of experience.
This is. ..the essence of the ego" (p. 58).
Thus, ego is perceived as a stable structure that maintains its
coherence and equilibrium through transformation; a response to periods
of disequilibrium when the ego confronts inconsistencies in relation to its
frame of reference. These inconsistencies threaten the equilibrium and
precipitate change of structure or way of knowing and experiencing. The
change of structure is the attempt by the ego to incorporate these
inconsistencies and in so doing, the structure is modified through Piaget's
process of assimilation and accommodation. The sequence of this process
is described as assimilation-disequilibrium/accommodation-relative
equilibrium.
Process of development: According to Loevinger (1976), ego is the
central core of personality and makes the following theoretical assumptions
about its process of development:
1. Stages (of ego development) are potential fixation points and hence define types
of children and adults.
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2. The stage conception is structural: that is, there is an inner logic to the stages and
to their progression.
3. There are specific tests, experiments, or research techniques that become the
instruments for advancing knowledge in the domain.
4. The conception is applicable to all ages and is particularly rich in its description
of the events of adolescence. However, equating ages with stages is not the
thrust of this model. Stage is independent of age (1976).
Ego development occurs in a sequential progression consisting of
seven stages and three transformational levels. Development is sequential
and in a hierarchical progression to greater complexity in coping styles
and in interpersonal interaction. The changes that occur from stage to
stage are marked by changes of self. These changes are manifest in
thoughts and feelings and in a greater differentiation of self and others and
of self in the context of the environment. This entails making meaning of
self as a responsible agent in relation to his or her behavior and
relationship to society.
Structure: The concept of structure as viewed by Loevinger is much
different from the structuralistic view. Loevinger refers to a coherent and
stable organization which determines perception and the way meaning is
made about experience during development, as a way of achieving balance.
The structure, although a stable structure, is always changing. Ego
structure in this model is borrowed from Piaget's cognitive structure which
Blasi in (Loevinger, 1976) states that: "Structure implies a unity
comprised of the related elements that tend toward equilibration. Structure
is defined by relations, by basic laws of totality, that is, by laws that are
dependent of the elements.... Development consists of the acquisition or
change of the basic rules governing the relations among the elements." (p.
33).
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Loevinger's stages of ego development:
Loevinger outlines seven stages of ego development in which each of
the stages is characterized by discernible observable attributes but for
which age-correlates are non-existent.
Stages: 1. Pre-social 2. Symbiotic 3. Impulsive 4. Self-protective.
Transition from self-protecive to conformist. 5. Conformist. Transition
from conformist conscientious; self-consciousness. 6. Conscious.
Transition from conscious to autonomous. 7. Autonomous. 8. Integrated.
The four facets are: 1. Impulse Control "Moral" style, 2. Interpersonal
style, 3. Conscious preoccupations, 4. Cognitive styles, (see attached
page).
As stated earlier, these stages progress through an invariant
sequence, are hierarchical and universal in nature, and proceed toward
greater complexity. Loevinger does not advocate for particular approaches
or environmental conditions that foster or hinder ego development per se.
According to Loevinger (1987), however, "the earlier stages are rare in
childhood and the highest stages are impossible in childhood and rare even
in adolescence" (p. 14). Although change from stage to stage occurs along
a continuum, a person's ego development may vary in relation to different
issues and environments.
f. Interpersonal Development
Selman (1980), Kegan (1982), Ivey (1986)
Selman's (1980) model looks at the development of social cognition
and social reasoning which he sees as the ability to take another's (role)
perspective as an essential factor for interpersonal development. Selman
defines role-taking or perspective-taking as the way in which the individual
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makes distinctions between his or her, and others' perspective, and how
these perspectives relate to each other (Kohlberg, 1987). Selman (1980)
categorizes interpersonal understanding in four social content areas or
domains. The social content areas are: Individual concept, friendships,
peer-groups, parent-child relation. There are five stages within each
'
domain with chronological ages attached.
Table 4.
Kohlberg's (1987) Illustration of Selman's Model of Interpersonal
Development
-^ges (ages)
0. Undifferentiated and Egocentric Perspective Taking (3 - 6)
1
.
Differentiated & Subjected Perspective Taking (5 - 9)
2. Self-reflective/Second-person & Reciprocal (7-12)
3
.
Third-person & Mutual Perspective Taking (10-15)
4. In-depth and Societal-Symbolic Perspective Taking (12 + )
Kohlberg (1987, p. 342-3)
Stage 0: Undifferentiated and Egocentric Perspective taking is
characterized by an undifferentiated concept of people. The areas of
confusion at this stage pertain to the inability to distinguish physical from
psychological attributes; feelings and thoughts are recognized but are not
distinguished from action.
The concepts of relations are egocentric in nature. Distinctions
among people are made only on the basis of physical, not psychological
attributes. Thus, the concept of perspectives is non-existent.
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Stage I: Differentiated and Subjective Perspective Taking is
characterized by a differentiated concept of others. Physical and
psychological attributes are differentiated. Therefore, feelings and
thoughts are differentiated, yet coexisting in a person. At this stage the
concept of relations is subjective in nature. Although the subjective
perspectives of self and others are perceived as different, the others'
perspective is based on self s perspective.
Stage 2: Self-reflective/Second-person and Reciprocal Perspective
Taking is characterized by the ability to have one's perception of self be
different from another's perspective and to know that others can do the
same. At this stage people are perceived as complex, and multidimensional
regarding feelings, thoughts and behavior. The Concepts of relations are
characterized by reciprocity of feelings, thoughts and behavior. It is a new
two-way reciprocity with another or a second person.
Stage 3: Third-person and Mutual Perspective Taking. This stage is
characterized by the ability to have a third-person perspective. The ability
to step outside the entire self, not just out of one's perspective, but outside
of one's "observing ego." Kohlberg refers to adolescents as examples of
these stage and states that they "simultaneously see themselves as both
actors and objects, simultaneously acting and reflecting upon the effects of
action on themselves, reflecting upon the self in interaction with the self"
(p. 334). The Concepts of Relations are characterized by mutuality. This
third-person perspective allows not only another's perspective on the self,
but the ability to simultaneously include and coordinate the self s and
other's perspectives from a third-person point of view.
Stage 4: In-depth and Societal-Symbolic Perspective Taking. This
stage is characterized by how persons are conceived. One of these
characteristics is that, feelings, thoughts and behavior are perceived to be
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psychologically (unconsciously) determined but not necessarily self
understood. The second characteristic of this stage is the notion of a
personality as a product that consists of beliefs, values, traits and attitudes
that emerge as a system within its developmental history. The Concepts of
Relations are characterized by the ability to conceptualize subjective
perspectives among people and that these perspectives are part of
multidimensional levels of human communication. Thus, in a relationship,
different levels of communications can exist simultaneously, e.g. superficial
verbal expression, yet sharing deep feelings.
Selman's model makes the following theoretical assumptions:
1. Individual's developing understanding of self and others occurs
along with the ability to shift perspective, and the relationship between self
and others' point of view. That is, how people's points of view relate and
are coordinated with each other in meaningful ways.
2. It assumes an intrinsically social sphere. Thus, social cognition,
although developmental in nature is influenced by and occurs in a social
context.
3. It provides a structure from which to organize social and
psychological relationships and it is a tool to understand the development of
social-cognitive skills in children.
4. It is a developmental structure with an invariant sequence of
cognitive stages, and are universal in nature.
The development of cognitive structures give rise to the
development of affect and motives. Social developmental structures run
parallel, and these in turn give rise to moral manifestations.
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Kohlberg (1987) states that Selman's social-cognitive domain is an
essential factor in unifying ego development and quotes Selman who
suggests that social cognition should be "understood within the context of a
theory of ego development" (p. 430). The concept of social development
has been understood through the findings of morality. Therefore, social
development is conceived as having a structure and within the construct,
stages which are age-related similar to the cognitive developmental
structure.
Kegan's theory of ego development is derived from Piaset's and
Kohlberg's theories of cognitive and moral development, respectively.
Kegan postulates that the nature of his "constructive-development"
framework consists of the biological, psychological and philosophical in
which its goal is to understand the relationship between the organism and
the environment. In other words, the "meaning- constructive evolutionary
activity" is the process of adaptation (evolution) with the environment, the
relationship between self and other ("ego"), and the relationship between
object and subject ("truth").
Kegan's concept of Ego development is the evolution of meaning.
Kegan borrows from Rogers, the concept of "self," and from other
personality theorists, the concept of the "ego" or "person" (Kegan 1982).
He refers to ego as the "zone of mediation where meaning is made..." p. 2).
Therefore, the ego or self is the core of personality which is in constant
motion. It is a "meaning-making system" which functions as a thermostat
in maintaining the system in balance while transforming the system. The
evolution of the self is a life-long process of back and forth movements,
between separation (object) and attachment (subject), and integration.
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evolution of the self is a life-long process of back and forth movements,
between separation (object) and attachment (subject), and integration.
For Kegan, the balance between the "object" refers to the feelings,
thoughts, and relationships that are accessible to conscious awareness and
therefore mediation and coordination are possible. The "subject" refers to
aspects of the ego that are embedded and which are not accessible to self
awareness or self-observation. Kohlberg (1987, p. 350) compares Kegan's
"subject" and "object" to Fromm's (1976) "being" and "having"
respectively, in which "being" refers to the embedded aspect of the self that
is incapable of self-reflection. The individual does not distinguish between
self and others, such as in the young infant for whom his or she is his or
her reflexes. "Having" refers to the incorporation of aspects of the
"object" into the self without becoming (being) it.
Kegan's Helix of Self-Other Relations consists of six stages of ego
development as they relate to the movement (balance) between "object-
subject" throughout the process of life.
Stages:
The Evolving "I"
Table 5
Kegan's Stages of Ego Development
Subiect-Ob iect Relationship
(Self) (Other)
Stage 0
The Incorporative T
Stage 1:
The Impulsive "I"
Stage 2:
The Imperial "I"
sensing, moving,
reflexes
impulses, perception
needs, interests,
wishes
none
sensing, moving
impulses,
perceptions
table 5 continued on next page
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table 5 continued
Stage 3:
The Interpersonal "I
interpersonal
mutuality, shared
needs, interests
wishes
contexts
Stage 4:
The Institutional "I
authorship, ideology,
psychic institution,
self-system identity
interpersonal,
mutuality,
shared contexts
Stage 5:
The Interindividual "I
individuality,
interpenetrability
of self-system
authorship, ideology,
psychic institution
Source: Kohlberg (1987, p.351), adapted from Kegan, 1979, 1980a, 1980b.
At Stage 0, the incorporative "I" is characteristic of the infancy
stage when the infant has no conscious awareness of his or her reflexes
because he/she is embedded in them. At this stage, the infant is considered
"undifferentiated" in relation to self-other boundaries. Thus, at this stage,
the infant is his or her reflexes because his or her experience is himself or
herself.
In Stage 1, the Impulsive "I" differentiation between object and
subject is now possible and reflexes are more manageable. The child at
this stage lacks internal organization and is dominated by his impulses, he is
his impulses, even though he is able to have awareness as having reflexes
(Kegan, 1979, p. 22). Likewise cognitively, he or she lacks the ability to
hold and compare two concepts at the same time. Kegan attributes temper
tantrums to the inability to feel ambivalence and therefore the tantrum
functions as a release of internal conflict that overwhelms the system
(P-23).
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Stage 2, the Imperical "I", is characterized as a transition between
embedment in a world of impulses, reflexes and fantasy, to a world of
reality. Kegan (1982, p. 95) states that at this stage, a self-concept has
emerged which is a consistent concept of "what" I am. "I" no longer am
my needs... rather, I have them." The child now has a private world. This
gives the individual a sense of control and freedom to coordinate or
integrate different needs which gives rise to mutuality and balance, by his
or her new ability to predict the external world and makes it easier to
gauge reality. The child now experiences his power in relation to his
impact on the world.
Stage 3, The Interpersonal and Mutual "I", is characterized by the
birth of an interpersonal and intrapsychic "coordinator" that mediates need
perspectives. Reciprocal relations based on mutual obligations and
expectations are now possible, as is the ability for self-reflection. Feelings
are experienced as internal feelings and are distinctive from social
negotiations. To quote Kohlberg (1987, p.353), "The self has become
interpersonal; it is located in the shared reality of coordinated points of
view." However, Kegan (p.96) adds that "... its limit lies in its inability to
consult itself about that shared reality. It cannot because it is that shared
reality." It does not have an identity on its own; one's identity is derived
from and embedded in other people's expectations. It is contextual. The
expression of anger and assertiveness threaten the interpersonal fabric
because to do so is to declare separation from the relational context.
Stage 4, The Institutional "I" is characterized by the birth of one's
identity resulting from separating from the contextual interpersonalism.
This identity is an acquired coherence of self, or self-ownership which
moved from "I am my relationships" to "I have relationships." It is an
internal "agency" or "psychic institution" that coordinates and reflects
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upon mutuality without making relationships the central definers of the
self. The "I" at this stage parallels Freud's concept of ego, that functions as
the executive part of the system. He is the executive system. Kohlberg
(1987, p.353) states that "the institutional self constructs systems-
ideological, philosophical, religious-to coordinate and unify all the varying
relationships that previously defined the self differently in each important
life-context."
Stage 5, the Inter-individual "I". At this stage the moves from the
institutional self whereby its maintenance has become an end in itself, to a
new self who runs the "executive system" and is no longer the executive
system. The self is not measured by what it does and therefore it is not as
vulnerable to judgement. This self is no longer defined by its roles and
performances. At this stage the self is the birth of a new "individuality"
which results from the "re-cognition" of the institutional self. This self is
capable of intimacy and this capacity stems from its capacity to be intimate
with itself. The self surrenders its counter-dependent independence for an
inter-dependence where persons are individuals and one's identity is
maintained. In Kegan's (1982) words, "individuality" permits one to "give
oneself up" to another; to find oneself in what Erikson has called "a
counter-pointing of identities," which at once shares experiencing and
guarantees each partner's distinctness, which permits persons-again
Erikson's words, "to regulate with one another the cycle of work,
procreation, and recreation" (Erikson, 1968). Every re-equilibrium is a
qualitative victory over isolation" (p. 106).
In summary, Kegan represents this evolutionary process in a 'Helix
of evolutionary Truces' which consists of five stages, and are hierarchical
in nature. Self evolving is a constant process from embedment to
separation and individuation, to autonomy to integration and re-integration
between self and object. The process begins at birth and continues
6 5
sas
throughout life. Each stage sets the foundation for the next and each L
characterized by a particular task/truce that must be mastered/dealt with
preparation for the stages that follow. His view is that development is
hierarchical and spiral, in that the process is a back and forth movement-of
imbalance to balance to imbalance, and each stage possess an intrinsic value
of its own.
Ivey's (1986) theory of Developmental Therapy has its origins in the
major developmental theories and emphasizes the works of Plato and
Piaget. Ivey states that the goal in therapy is development. Development
implies the acquisition of behaviors, attitudes and belief systems that are
effective in the real world. Development can occur through the dialectic
(therapeutic) process-the coconstruction of reality with others and within
the self (p. 19). This concept is extended to include assimilation and
accommodation, separation and attachment, and conscious and unconscious
processes.
The interplay of these dualities or opposites constitutes the dialectic
movement. For example, assimilation and accommodation are the dialectic
of person and environment interaction and the impact each has on the
other. Separation and attachment are the dialectic between people and the
impact on each other. The conscious and unconscious duality are the
dialectic within the self. Ivey sees therapy as a facilitative process of
developmental change. He uses Piaget's stages of cognitive development
and provides specific techniques to facilitate growth from stage to stage.
Ivey posses two basic prerequisites for facilitating growth in the
therapeutic relationship and both of which are tied together by awareness.
First, the therapist has to recognize and acknowledge strengths in the client
as the ground work for change. The client also needs to recognize or be
aware of her or his source of strength within the present stage before
moving to the proceeding stage. Second, the client needs to reach at least a
66
minimum level of understanding or competence at each level in order to
move to the next level of development (p. 107).
Although Key's theory is grounded in cognitive developmental
theory, he assumes the importance of the affective domain and perceives i
as an intricate aspect of development and essential in the therapeutic
process. Development is the result of a cognitive recognition and conscioi
creation and control of internal experience and of external behavior. For
Ivey, cognition represents the captain of a ship, and the emotions are the
ocean waves which influence the course of movement and direction; one
cannot exit without the other.
Process: Ivey makes the analogy about the role of the therapist as a
detective in a mystery story, with its purpose being the major distinction.
Both seek inconspicuously to find leads, which are analyzed to form clues
and new leads through bits of (evidence) information. The content of the
information is as relevant as is the process of going about understanding
the world of the client or ('crook) as it is referred to by Ivey. It is in the
knowing "the other's epistemology... " (p. 139) that gives the therapist
(detective) the power to influence or make an impact in the direction of
change the client would take. Ivey's model provides the therapeutic tools
to perform the "detective work" with clients that promote the most growth.
This is achieved through assessing the client's level (s) of cognitive
functioning and proceeding by matching such level (s) with the appropriate
and most effective therapeutic style to produce the desired change. Tools
are also provided to assess the effectiveness of the therapeutic style, and
approaches to change to when it is ineffective.
Ivey proposes four types or counseling styles of therapeutic intervention
that parallel Piaget's cognitive developmental levels.
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Comparison of Ivey's and Piaget's theory
lvey's Piaget's
1
.
Environmental Structuring Sensory motor
2. ( oaching Concrete operations
3. Consulting Formal operations
4. Dialect ies
Ivey describes the lour therapeutic styles as follows:
L. Environmental structuring refers to a therapeutic approach that is
warm, structured and directive. This style is recommended for clients with
problems around sensorimotor functioning or when it essential for the
client to experience it and be grounded in it.
2. Coaching/ Concrete Operational. This style provides enough
structure from which the client can participate in the process by generating
ideas and further structure. It is most appropriate with clients who have
difficulty approaching the environment in concrete and predictable ways.
It is also useful in helping the client understand and use cause and-el feet
relationships appropriately.
3. Consulting/ Formal Operational style assumes a more complex
level of functioning and is most effective in dealing with sell
understanding and self awareness.
4. Dialectics. This style is perceived as an egalitarian approach
between two people to knowing truth. It is a process of "confronting the
contradictions" not necessarily to resolve them, but to be aware of their
existence.
According to Ivey, movement to new developmental levels in
therapy is seen as analogous to Piaget's creative and transformational
process. For Ivey, "Creativity, whether in children or in clients in
therapy, is the transformation of previously existing structures into
something new" (p. 179).
Ivey further proposes a five-point developmental level scale used to
categorize client's verbal responses and offers a descriptive list of defense
mechanisms associated with each of the levels. He furthermore offers a
taxonomy of the therapist-client interaction (dialectic) process that leads to
transformation. Ivey's view of development is a composite of hierarchical,
cyclical and spiral processes rather than one or the other as perceived by
most developmental theorists. Ivey conceptualizes development as a life
long process which involves personal commitment and one that requires
environmental support.
E. Theories on Adult Development
Basseches (1984, 1986), Ivey (1986),
Commons, Richards, Armon (1984); Kenny (1983); Kitchener (1983c),
Mines & Kitchener (1986)
Although developmental constructs are based on the development of
the child, adult development may follow a similar sequential process.
Adult cognitive developmental patterns of thinking appear to parallel
childhood's stages of cognitive functioning even though there are many
distinctions between them. According to Piaget (1972), cognitive
development culminates in formal operations and peaks during adolescence.
Adult development research concern itself with attempts to determine
whether there is development beyond formal operations, how it can be
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determined and the conditions under which it can be enhanced
1984, 1986).
Furthermore, Basseches suggests that development may occur
beyond adolescence and that the achievement of this next level points to the
direction of young adult cognitive development and that this achievement
occurs after formal operations. He also make the claims that this next level
of cognitive development is "Dialectic" thinking which he considers to be
"development" in the genetic epistemological sense because it provides a
more adequate approach to understanding the universe and to function
more effectively in the day to day world of social relations than would
otherwise function from formal operational levels (p. 55). He also makes
the assertion that not only all development among adults differs, but that
not all adults develop Piaget's formal operations, and therefore, not all
adults develop dialectic thinking because one is the precursor of the other.
Basseches implies that like the development of previous levels,
development of dialectic thinking depends on the interplay and
development of individual characteristics and environmental factors.
Dialectic thinking is defined by Basseches (1986) as "developmental
transformation (i.e., developmental movement through form) which occurs
via constitutive and interactive relationships" (p. 35). Ivey (1986) states
that dialectic thinking is indeed an extension of Piaget's formal operations
stage and that it is rooted in the works of Plato. Dialectic thinking as
perceived by Basseches (1986) consists of various elements which he
enumerates as follows:
1. Dialectic thinking is thinking which looks for and
recognizes instances of dialectic-developmental transformation
occurring via constitutive and interactive relationships.
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2. Dialectic thinking is philosophically rooted in a family of
world-outlooks in which knowledge and existence are viewed as
essentially dialectical processes and in which change, wholeness, and
internal relations are emphasized.
3. Dialectical analyses draw attention to the limits of the
contexts in which formal analyses are applicable.
4. As a result, dialectical analyses have a power to deal with
relationships and transformations beyond the boundary conditions of
a formal operations analysis, while still making use of the power of
the formal analysis within those boundaries.
5. Dialectical approaches are more permeable than formalistic
approaches by the perspectives of other people who may define a
problem in fundamentally different ways. (p.41).
The above list of elements which are associated with dialectic
thinking, are necessary attributes in counseling/therapy and in
counseling/clinical supervision because these are the kinds of skills that
enables the counselor and supervisor to accept and deal with the nature of
contradictions in one's feelings, thinking, and behavior and to do likewise
with the wide range of diversity among the client population as well as with
the world at large.
Commons, Richards, Armon (1984); Kenny (1983); Kitchener
(1983c), suggest that not only cognitive development continues through
adulthood, but that new and qualitatively different skills emerge from a
variety of domains. The presentation that follows on adult developmental
models are gender specific, and limited in scope but do provide evidence
for the fact that adult development needs to be understood and appreciated
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within the context of the adult world, and not the world of the child. Adult
development may be characterized as encompassing a wide range and depth
of knowledge, skills, and level of expertise across domains, depending upon
individual characteristics, gender and environmental factors. As evidenced
by the models that follow, gender differences particularly in adulthood, is a
factor being considered in the understanding of adult development.
1. Male Development
Levinson (1978)
Levinson's research focuses on the development of men across
cultural and socioeconomic status using biographical interviews. Levinson
looks at the evolution of qualitatively different "periods of life structure"
in adulthood. Levinson defines "life structure" as "the basic pattern or
design of a person's life at a given time"... "the fabric of one's life" (p.42).
According to Levinson, this life structure undergoes a process of
development during the adult years and consists of many components such
as career, significant relationships, family, relationship to himself, his role
in social contexts, including groups and institutions. For Levinson, a life
structure has to be "satisfactory to the extent that it is viable in society and
suitable for the self" (p. 53). Thus, Levinson categorizes these components
into three perspectives for analyzing men's development which are as
follows: a. the individual's socio-cultural world as it relates to him. b.
some aspects of the self are enhanced and fostered while others are
neglected or repressed. This includes his fantasies, dreams, anxieties,
moral values, talent, style of feeling, thinking and acting, c. his
participation in the world. This relates to the degree to which a man
selectively uses and is used by the world through his involvements with it.
Levinson states that the life structures evolve through a standard
sequence of periods. The periods "constitute a basic source of order in the
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life cycle (p.4 1 ). He further suggests that everyone lives through the same
developmental periods in adulthood, in the same manner that everyone goes
through childhood developmental stages, although in different ways
Levinson proposes four eras in the male life cycle, each consisting of a
period of five years, and a transitional period of some years in between
I Early childhood transition (age: 0-3).
Childhood and adolescence (stable period)
2. Early adult transition (17-22)
Early adulthood (stable period)
3. Mid-life transition (40-45)
Middle adulthood (stable period)
4. Late adult transition (60-65)
Late adulthood (stable period).
The stable periods and the transitions proceed in a sequential order
and each present characterologically unique developmental tasks for men
throughout their life-span. According to Levinson, the nature of these
tasks are common among men in North American society, although they
may be experienced and resolved differently by each individual. He does
not make any assertions about developmental stages for men across
cultures.
The stable periods represent the carrying out of the primary task of
that period. The task is to build a new life structure by pursuing the goals
and choices and commitments made during the previous transition.
Furthermore, these stable periods differ from one another even though the
task is the same. For example, late adulthood may resemble early
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childhood, they are different because each structure deals with issues
reflective of the place in the life cycle. These periods according to
Levinson, last between seven to ten years.
A transition is the bridging between an old and a new life structure
and tend to last about four to five years. The process includes the
terminations and losses, the reevaluation of the past and the decisions about
what aspects of the past to keep and which to let go. These choices are the
threads that tie the life structures together.
An aspect of life structure for the men in Levinson's study, was
forming and living out the dream. The dream is referred to as life goals
and hopes, desired accomplishments in the world of work, and or his place
in the adult world. For most men in this study, the attainment of the dream
related to successful relationships with significant others: "a special
woman" and a (male) "mentor." The role of the mentor "is one of the
most complex, and developmentally important, a man can have in early
adulthood" (p. 97). Levinson defined "mentor" as a combination of
teacher, advisor, sponsor, guru, who is several years older, with more
experience and seniority in the area that the mentee is entering. The
function of the mentor is to support and facilitate the realization of the
dream. Levinson compares the importance of a mentor in the
developmental process of a young adult to Winnecott's concept of the
"good enough" parent for the child. The "good enough" parent provides
for the child a "holding environment" in which to grow by believing in
him and supporting him in his activities.
2. Women's Development
Gilligan (1982), Belenky, Clinchy, Goldenberger and Tarule's (1986).
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Gilligan states that women's moral development is different from
that of men. The main difference is that men focus on the issue of justice
when making moral judgements, while women tend to focus on contextual
and relational concerns regarding the care of others. Belenky, Clinchy
Goldenberger and Tarule's (1986) study focus on the way women perceive
themselves as learners, how they learn and how they think about learning
in the context of the academic and social service systems (family and social
agencies) and whether these systems hindered or facilitate their personal
and intellectual growth.
Theoretical basis: The authors were greatly influenced by Perry's
scheme of intellectual and ethical development, Kohlberg's moral
development and Gilligan's construct of women's development. However,
the data did not prove to appropriately "fit" any of these three schemes.
The authors discovered that they were erroneously trying to "fit" women's
epistemological perspectives into a primarily men's classification system.
Thus, the approach taken by the authors parallels Perry's scheme and
it is used as a basis for comparison. The authors describe five perspectives
from which women view truth, knowledge and authority. They look at
two environmental factors that foster and hinder women's development: the
educational and family institutions. The authors do not commit to the
classification of stages, nor to a theoretical explanation of the changes
primarily because they claim that the study did not systematically look at
the changes in women's perspective within a non-variant context. Unlike
Perry 's study which captured the linear sequence of developmental
changes within the context of a constant environment, the college
institution, this study's context varied and the population is widely diverse,
therefore making it difficult to draw conclusions of this nature.
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The authors grouped women's perspectives into (lie following five
epistemologieal categories based on descriptive data. They affirm thai the
positions arc not perceived by the authors as fixed, exhaustive, or universal
stages of intellectual and ethical development.
1. Silence: This position is characterized by the way women perceive
themselves as "mindless" and "voiceless" and subjugated to external
demands. Truth comes from external authorities and are all powerful.
Women now lack the awareness of then intellectual capabilities and
personal power.
2. Received Knowledge: Women from this perspective perceive
themselves as capable of receiving and producing knowledge but do not
perceive themselves as capable of creating knowledge. All knowledge is
perceived as external to themselves and external truth prevails. Their sense
ol sell is defined by external definitions and roles or through identification
with institutions and methods. Here the sex role stereotypes prevail.
Identification with the power of a group or institution gives rise to
women's sense of authority. In other words, they identify with the
aggressor as a way to feel a sense of power that they themselves lac k. The
authors provide the example of women in our present society who "seek
gratification in pleasing others or in measuring up to external standards in
being "the good woman" or "good student" or "the successful woman who
has made it in a man's world."
3. Subjective knowledge: The Inner Voice. The Quest for Sell.
I bis perspective suggests that truth and knowledge are thought ol as
personal, private, and subjectively known. The primary concern at this
position is to develop and foster the growth ol the sell. In so doing,
external authority is denied and women feel a sense of pseudo strength but
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they lack the tools for expressing their "truth" and persuading others of its
value.
4. Procedural Knowledge: The Voice of Reason. Separate and
Connected Knowing.
At this position the foci are on learning and applying objective
procedures to obtain and to communicate knowledge. Like in the position
of received knowledge, truth and power are external. However, at this
position, the acquisition of the power of reason and objective ways of
knowing provide women with a sense of control but are often confronted
with the lack of "real-life opportunities for exercising their authority..."
(p. 134). Women at this position do not have awareness of and access to
subjective knowledge, nor do they have a centered self.
The authors borrowed Gilligan's (1982) and Lyons' (1983) terms on
Separate and Connected knowing to describe two distinct approaches of
knowing within the procedural knowledge position. They use these terms
to describe two different conceptions of self; as essentially autonomous
(separate) or in relationship and connected to others.
Connected and separate knowing for Belenky, et al. (1986) refers to
relationships between knowers and the objects or subjects of knowing (the
terms are then not limited to people). Connected knowing refers to the
understanding that comes as a result of a personal acquaintance with an
object. This understanding involves intimacy which is created by using
various senses and equality between self and object as well as acceptance. It
precludes evaluation and judgement which is the result of a distant view
upon the subject. From this epistemological orientation, one may analyze a
poem by asking "What is this poet trying to say to me?" (p. 101), and in
doing so, one establishes a relational connection with the author as a person
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with feelings and opinions. The need here is to understand the opinions of
others, even when these opinions may appear foreign to her. In attempting
to understand other people's thinking, the object (woman) enters the other's
(subject) world to understand the premises from which the thinking or
point of view derives. The focus is to understand how others think, to
establish a contextual connection with others as humans and not for the
objective analysis and evaluation of their thinking.
Separate knowing refers to an orientation of impersonal rules of
truth and knowledge. It is characterized by the scrutiny of knowledge and
truth and It is the opposite of subjectivism. Separate knowers are
suspicious of subjective experience and have developed techniques for
analyzing and evaluating arguments through logical reasoning. An
advantage to this type of knowing is that the person is less vulnerable to
attack by not allowing subjective experience to interfere with logic. The
authors found that the women in their study who were classified as separate
knowers, used this skill in academia, with strangers or with very good
friends. The authors concluded that for most women, argument, even
when logical, threatens the dissolution of relationships and therefore it is
done with caution (p. 105).
However, the authors state that "connected knowing is not confined
to the poor, the uneducated, or the soft-headed. Nor is it exclusively a
female voice." And add that "Separate and connected knowing are not
gender-specific. The two modes may be gender-related: It is possible that
more women than men tip toward connected knowing and more men than
women toward separate knowing" (p. 103).
5. Constructed Knowledge: Integrating the Voices
All knowledge is viewed as contextual. Women acknowledge themselves as
creators of knowledge and have integrated subjective and objective
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approaches for knowing. Women at this position have reclaimed the sell
by valuing the subjective aspect of themselves while attempting to integrate
it with knowledge they had learned from others. It is the "weaving
together the strands of rational and emotive thought and of integrating
objective and subjective knowing" (p. 1 34).
The authors challenge Gilligan's assertion that women spoke with "a
different voice" from men regarding personal moral crisis and decisions,
and claim that in fact what they found was that the "voice" represented
more than just a personal point of view. It represented their sense of self-
worth, mind and feelings of isolation from others. They claim to have
found that the metaphors of Voice and Silence are used to depict women's
intellectual and ethical development. Moreover, that the development of
voice, mind, and self were interrelated.
The authors postulate that the tendency of women to use verbal
(speaking) and auditory (listening) representational metaphors of their
epistemological premises, suggests a relational approach through which
verbal dialogue is the vehicle preferred by women. It is relational because
the auditory and verbal channels connect subject with object (p. IS). They
furthermore suggest that the visual metaphors which historically have been
representations of the Western intellectual and scientific thought used to
represent knowledge (illumination) and (seeing the light as a metaphor lor
truth) suggests an approach to knowledge that is objective and disengaged.
The visual metaphor implies the separation or removal of subject from
object, the observer from the observed. This epistemological approach
they suggest, is a "favored model for truth and the quest for mind" (p. 18).
As noted, these models suggest men and women's development to be
different and perhaps the differences become more salient in adulthood
when the sex roles and social demands are more crystallized than in
childhood and adolescence.
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3. Summary
The study of adult development in general is still emerging because it
is a new area of research but it is not free from methodological and other
approach used in this area of
investigation is fragmented and the use of child developmental theory as
bases for investigation of adult development may not be appropriate.
Another reason for the lack of research on adult development is that
Piaget's (1972) theoretical work on child cognitive development presumed
that cognitive development becomes complete at the onset of adolescence
when the cognitive structures reaches their optimum growth potential.
This assumption had been accepted as truth until more recent
research is challenging it. For example, recent research suggests evidence
on the premise that cognitive and other types of development continues
beyond adolescence (Fischer & Kenny, chapter in Mines & Kitchener,
1986). Furthermore, Commons, Richards, Armon (1984); Kenny (1983);
Kitchener (1983c), suggest that not only cognitive development continues
throughout adulthood, but that new and qualitatively different skills emerge
from a variety of domains. Fischer & Kenny's (1986) skills-theory suggest
that environmental conditions do affect skills development; they can
promote or hamper them. Their premise is that cognitive development in
adulthood or beyond the formal operations level, requires a supportive
environment and opportunity to practice and master it.
According to one of Mines & Kitchener's (1986) research study on
adult cognitive functioning, only 40-70 percent of adults including college
students, performed at the formal operational level. On the same topic,
Piaget (1972) found differences in age norms in his research and states
that:
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All normal subjects attain the stage of formal
operations or structuring if not between 11-12 to 14-15
years, in any case between 15-20 years. However, they
reach this stage in different areas according to their
aptitudes and their professional specializations
(advanced studies or different types of apprenticeship
for the various trades) : the way in which these formal
structures are used, however, is not necessarily the
same in all cases (pp. 9-10)
.
Piaget further suggests that some subjects may appear to reason at a
concrete level if the experimental condition does not correspond to the
subject's aptitudes and interest, but may perform at a formal level of
thinking in their field of interest. DeLisi & Staudt's (1980) study with
college men using three academic majors found this to be the case. They
found that the proportion of students who scored consistently higher than
their counterparts, correlated with the task whose content corresponded to
their major field (p. 207).
As noted in the above mentioned research, adults continue to grow
throughout their life-span. The areas and domains of most and least
growth are largely determined by individual characteristics, gender, stage
in life, life situations and circumstances, socioeconomic and educational
factors. These factors are compounded by the availability of
environmental opportunities regardless of life and personal circumstances.
F. Implications of Adult Developmental Theory on
Supervision Models
The following is a summary of the key points of developmental
theory and the implications these theories have on supervision models.
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Review of the literature suggests that cognitive and interpersonal
development appear to progress in a parallel fashion through a series of
sequential and progressively more complex stages which potentially may
continues throughout adulthood in varying degrees.
Supervision models are concerned with the personal and professional
development of adult trainees and must contend with the fact that
knowledge of clinical theory and mastery of clinical skills demand the
development in these spheres. A practical and systematic integration of this
knowledge in supervision models that address these skills would enhance
supervisees' personal and professional development.
Developmental theory has contributed a great deal to the
understanding of the process of growth and illustrates factors that play a
role in the development of certain domains. For example, Perry suggests
that patterned thinking is the goal of therapy and of supervision because
counselors need to achieve the meta-level thinking since this is an essential
skill to be an effective therapist. Meta-level thinking provides a level of
awareness about his or her patterns of thinking and awareness about it
being his or hers, separate from the similar phenomena in clients. Rodgers
(1980) suggests that students at different levels need different degrees of
challenge and of environmental structure. Students in Perry's Dualistic
level would benefit from moderate diversity, highly structured and
experimental learning to focus on multiple points of view. At the
Relativistic level, the individual can handle more diversity, indirect and
vicarious learning. In addition, the individual may benefit from the
following combination of factors: support, a high degree of freedom, and
unstructured environments that are highly interpersonal.
Fischer's theoretical construct provides support for the premise that
supervision models need to consider the levels of diversity and individual
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differences, such as learning styles, level of maturity, and possible
cognitive constraints among trainees. This knowledge is useful in assessing
supervisee needs and it is hoped that accurate strategies be developed to
meet these needs. In addition, the use of developmental synchrony can be
used to enhance growth in either several or one area at a time. It is an
important concept for supervision models.
The ability to be empathic is determined by the extent to which one
is able to take someone else's perspective. The ability to take different
perspectives is an essential developmental task for therapists to have and
for supervision models to employ. Selman's work on perspective—taking
offers to supervision models this important dimension. Loevinger's ego
development theory offers supervision models a framework from which to
conceptualize the development in personality, cognitive, moral, ego and
social sphere which is an important dimension from which to understand
and enhance professional growth. The practical application of this model
in supervision can enhance the understanding of supervisee's growth in
these spheres and in the development of professional identity. Assessment
of needs and of progress along these spheres provide supervision models
with a useful tool.
Kegan's construct provides a frame of reference regarding the need
to assess the trainees' developmental stage to provide the "holding
environment" in which to grow. To be considered an effective counselor,
he or she needs to have achieved and be able demonstrate a degree of
integration of the various developmental tasks to insure the capacity for
objective self reflection, and the ability to recognize and facilitate a similar
process in clients. Supervision models can benefit by applying this
knowledge to be able to recognize the trainee's readiness, and to assist
them in the developmental process, as it pertains to objectivity and
subjectivity. However, the model should contend with finding instruments
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that may be useful in measuring these qualities. Kegan's interpersonal
development assumes a high cognitive level that would permit a degree of
abstraction, regarding social codes of behavior, and an understanding of
oneself in relation to others. Like Selman, Kegan's views on the self in
relationship to others is based, on empathic understanding in which the one
(therapist) has the capacity to experience something in the way that the
client experiences it (Kegan, 1982, p. viii). Empathic understanding is an
essential skill for the counselor/therapist to acquire and supervision is one
of the vehicles in which to develop it and master it.
Ivey's theoretical work on developmental therapy offers an overview
of the process of change and the facilitative approaches to use. Although
his is a therapeutic model, its merit for supervision lies in the eloquence in
which developmental theories are integrated and more specifically, its
practical applicability and utility. Ivey integrates developmental theory and
creates a typology of therapeutic approach whereby the therapist/counselor
follows a similar sequence of developmental stages as do clients in therapy.
The supervision approach is also similar to the therapeutic approach in
that they share a similar goal: growth of developmental functioning
through awareness.
Levinson's stages of transitions and periods of stability are helpful
concepts in looking at adult development. Since clinical supervision
involves an adult population, it is likely that supervisees would undergo a
similar process of personal and professional development. These
transitions and periods should be viewed in the context of the environment
in which the individual is a member because these may differ for women
and for members of other socio-cultural and economic backgrounds.
Another useful concept is his assertion that everyone carries within them
aspects of every generation, at every age, but that middle adulthood is a
particular era in which empathy for those on each side of the generational
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line is more easily accessed in comparison with other times. Thus, age in
itself may be an important factor in supervision that affect the capacity to
relate well to and empathize with others.
Levinson emphasizes the role of mentors in the development of the
young adult. Historically, this practice has been well accepted and
successfully carried out in the adult male world of work. Women on the
other hand have not had the opportunity to be mentored by women due to
the scarcity of women in positions of power. The literature about women
mentored by men has resulted in mixed conclusions. The implication for
supervision models is that mentoring has an important and valued role and
its practice should be more systematically integrated in supervision with
women and men.
Belenky, et al. 's (1987) study on women has a number of
implications for supervision models. Women's ways of approaching and
conceptualizing truth, knowledge and authority, should be consider in
supervision because it appears to differ from men's approach. In
particular, separate and connected knowing are two important approaches
of perceiving and relating with others and the world at large.
Incorporation of these concepts into supervision models would help explain
supervisee's differences in perception of themselves as knowers and their
role in the world around them. Another important concept in
understanding women, be it in supervision or as clients is the development
of awareness of one's personal voice as a possible starting point in therapy
and supervision. Not having a voice should not be mistaken for a lack of
potential to successful therapeutic treatment as well as the potential for
women as therapists.
Research on adult cognitive development (Mines and Kitchener,
1986) suggests that the rate of change is relatively slow among the adult
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population and indicates that age and educational level are two confounding
variables that are difficult to separate. The authors suggest that "higher
cognitive processes develop in the context of optimal environments such as
higher education" (p. 140). They further suggest that perhaps adults in
noneducational environments are not challenged to acquire nor are they
taught complex reasoning skills associated with high level problem solving
strategies. This makes it difficult to assess, to draw conclusions and or
make generalizations about adult development.
For example, research (Horn, 1982) indicates that adults continue to
develop "intellectual skills' throughout young adulthood as they acquire
new information and engage in new tasks. However, does the nature of the
task matter, and is intellectual development considered only when the
learning of a task is generalized to problem solving in other areas? These
and other questions abound in the area of developmental research for
which there are no clear answers.
1. Summary
The various developmental theoretical constructs provide a
framework from which to conceptualize human developmental processes.
Good developmental constructs prove valuable in their effective application
in developmental models of training and supervision. By understanding the
process of development, supervision will be more effective in detecting
areas of strength and areas of weakness in supervisees regarding not only
professional development, but also general development. Human
development is perceived from the various domains, among which are the
cognitive, affective, moral, personality and ego domains. The wide range
of perspectives on human development may well provide opportunity for
conceptualizing individual differences.
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Developmental theories make major contributions to adult development
through:
1
.
laying the theoretical groundwork of what is known about human
development and in using this knowledge in training and supervision of
counselors and therapists.
2. acknowledging the progressive nature of development and by
understanding the factors that enhance it and those that hinder it. so that
more practical and effective training and supervision strategies can be used.
3. helping to determine the types and levels of development and
skills necessary for beginning counselors/therapists to begin client contact.
4. helping to determine and be descriptive about the qualities, and
skills that beginning and ending levels of supervision consist of.
5. determining what constitutes "higher order skills" that present
research refer to as necessary to be effective counselors and
psychotherapists since they function as instruments of growth and change
through a very subtle and sophisticated approach.
6. providing distinct and occasionally opposite views of development
and developmental process, it provides opportunities for further empirical
research.
Theorists and supervision model builders conceptualize and use
development differently, which prevent a unitary construct. Although
human growth and human nature are much too complex to be accounted
for in a unitary construct, nevertheless one hopes for the construction of a
comprehensive model of developmental supervision in the near future.
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Another area of future research on adult development is to perfect the
stages or levels already established and to begin to focus on both,
supervisee and supervisor relationship and their impact on training and in
the development of each. The work of Hoffman (1990) establishes itself as
a pioneer in this area of supervisor training and development.
G. Summary
As a whole, the developmental theories have common threads that tie
them together into a whole theoretical construct. Kohlberg (1984)
summarizes the elements of developmental theories without losing sight of
the structural complexity of human development. The theoretical models
that have been discussed so far, all fall (to a greater or lesser degree)
within the boundaries of the following assertions.
1. Development involves the transformation of cognitive structures,
which can be explained by parameters of organizational wholes or systems
of internal relations.
2. Cognitive development results from the process of interaction
between the organism and the environment, and not from maturation or
from learning alone.
3. Cognitive structures are organizations which allow cognitive
activity to move from the sensorimotor to the abstract, to verbal
representation, and which act upon the world of objects.
4. Cognitive development is seen in a recursive progression toward
optimum functioning in the environment.
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5. Cognitive and affective development and their functioning are
not separate, they are parallel developments which represent different
perspectives in defining structural change.
6. The ego or self is central to the personality organization from
which all other aspects of development spring.
7. Developmental processes which elicit cognitive development also
elicit other types of development such as, moral, emotional and social/ego
development.
8. Social and ego development function under similar laws of
equilibrium between the self and others.
The population in this study is not representative of counseling and
clinical psychology trainees, nor of traditional age college students. This
group is composed of ten non-traditional college age, from a four-year
public and commuter university. Their age ranges from twenty-one to
thrirty-three years old, with a wide range of majors. Their academic status
is also diverse, it ranged from junior year (undergraduate) to first year
graduates. Their participation in this study derived from being hired as
peer advisors for the college of arts and sciences on a part times basis for
one academic year.
The nature of their role as peer advisors to their peers is difficult
and full of complexities and one that poses many issues and concerns about
its implications on developmental theory and supervision theory and
practice. For example, these peer advisors as a group, are not typical in
many aspects to traditional college students. 1). Their lives are much
more complex and to a large extent, burdened with responsibility that
89
traditional college students may be free from, i.e. lack of financial
resources, poor academic preparation and personal/family responsibilities
that require them to work. 2). the student population they served was not
different from themselves in regard to age, socioeconomic status, and
academic background. 3). This group of peer advisors had no prior
academic or professional experience in counseling, nor were they pursuing
this field as a career in the future.
The main question this group poses for this study is the extent to
which the results of their psychosocial and cognitive development is
relevant for comarison with the development of other populations, such
adult learners in general and to counseling or clinical psychology trainees
in particular?
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CHAPTER II
METHODOLOGY
A. Source of Data
This descriptive study involves ten subjects, nine college
undergraduates and one graduate student. The subjects were employed
by the college of arts and sciences' peer advising program, as peer
advisors. They participated in this study for one academic year; two
consecutive semesters.
1. Subjects
The subjects in the study are eight female and two male
undergraduate (6) juniors and (3) seniors and (1) first year graduate
student in education. Their ages range between twenty-one to thirty-three
years old majoring in Art, Psychology, Political Science, English,
Anthropology/Biology, and Women's Studies. One of the subjects is from
mainland China and another from Peru. The rest were born and raised in
the United States.
These subjects were taken from an already selected pool; those
who applied and were selected for the job as peer advisors. The
reasons for selecting this group for the study are that the group of
subjects is homogeneous in age range, level of education and prior
training or experience in counseling. In addition, the setting and
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conditions under which the subjects worked provided a structure that
would be otherwise difficult to obtain. Selection of peer advisors
was based on a minimum of 2.0 GPA, personal characteristics and
attributes that are attributed to a counseling and advising personality
profile. Thus the following criteria were used for student selection:
- Junior or senior standing
- Good academic standing
- A year's commitment
- An interview performance to assess level of interpersonal
skills, commitment and motivation.
- Prior experience in doing counseling was not required.
2. Instruments
The data in this study include two measurements: 1. The
Student Developmental Task Inventory-2nd edition and, 2. The
Developmental Model of Supervision, a rating scale.
1 . The Student Developmental Task Inventory, 2nd edition
(SDTI-2) is an objective assessment instrument developed by
Winston, Miller and Prince (1979) based on Chickering's (1969)
theory of psychosocial development among traditional-age college
students (ages 17 to 24). The SDTI-2 is an instrument that measures
achievement of selected developmental tasks of this college-age
population of students. This instrument was designed primarily to
help students understand their psychosocial development and to help
them create appropriate plans for future goals. Thus, main purpose
of this tool is to assess the individual growth and developmental
process of college students concerning their personal, academic and
career planning.
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The Inventory contains 140 items (answered in a true-false
format) and it presents samples of self-reported behaviors, feelings,
and attitudes that students can be expected to demonstrate or express
when they have satisfactorily accomplished a developmental task.
According to Mines (1982), developmental tasks are "culturally
specific events that occur at approximately the same time in the life
of a given age cohort" (p.83). The theory further assumes that
successful resolution of basic tasks in a given psychosocial domain is
necessary for students to develop the experiential base to accomplish
subsequent tasks in that domain in the future.
As stated earlier, the Student Developmental Task Inventory-
2nd edition is composed of 140 items and these are divided into three
tasks, each of which is further divided in three subtasks. Winston
and Miller (1984, p.l) define the Student Developmental Tasks and
scales as follows: Task I. Developing Autonomy (AUT). " To be
autonomous means to be self-sufficient, to be realistically confident
in one's abilities to meet life's challenges with appropriate
dependence on others, and to recognize and fulfill one's
responsibilities to significant others and his or her community". The
AUT task is subdivided into three categories: 1. Emotional
Autonomy, 2. Instrumental Autonomy, and 3. Interdependence.
Emotional Autonomy refers to the degree to which the
individual feels free from the need for continual reassurance from
others and able to establish adult relationships. Instrumental
Autonomy relates to the ability to carry on daily activities and cope
with problems by one self and able to satisfy personal needs.
Interdependence relates to the ability for a person to reciprocate in
social relationships and with his or her community.
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Task II. Developing Purpose (PUR). This developmental task
refers to the ability students have developed to assign purpose in
their lives by having clear and realistic educational, personal and
vocational goals. Students who have developed (PUR),. .."have a
general future-focused orientation, they have formulated both long-
range and intermediate goals and plans that integrate personal values
and aspirations, vocational and intellectual interests, and future
plans" (Winston & Miller 1984, p.L). The PUR task is subdivided
into three categories: I. Appropriate Educational Plans, 2. Mature
Career Plans, 3. Mature Lifestyle Plans. Appropriate Educational
Plans refers to the degree to which the educational goals are well
formulated and related to other aspects of their lives. Mature Career
Plans refers to the degree to which knowledge about themselves and
the world of work has been integrated to enable them to choose the
appropriate career path that best suites them. Mature Lifestyle
Plans relates to the degree to which individuals have developed a
sense of direction and long-range goals and have taken the
appropriate steps to that end, and at the same time left other options
open.
Task III. Developing Mature Interpersonal Relations (MIR).
Again, this Task is subdivided into three subtasks: 1. Intimate
Relationships with the Opposite Sex, 2. Mature Relationships with
Peers, 3. Tolerance. Intimate Relationships with the Opposite Sex is
exactly that; relationships of the sexual nature with the opposite sex
only. Homosexuality is not considered to be a legitimate form of
intimacy and therefore it is not recognized as a valuable, mature
expression of intimacy and love. Thus, the goal of this
developmental stage is to be able to establish long-lasting and
mutually satisfying relationships of the sexual nature only with the
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opposite sex. This presents great limitations and bias regarding sex
and intimacy given that about 10% of the national population is
homosexual and it is a fact that can no longer be ignored or be taken
for granted. 2. Mature Relationships with Peers. The
developmental task here relates to the degree to which students are
able to form mature interpersonal relationships with peers, and with
authority figures in which the nature of such relationships can be
characterized as open, respectful, honest, and trusting. 3. Tolerance
assumes the ability to relate well to people regardless of background,
beliefs, personal values and physical appearance, and to relate to
them as individuals rather than as stereotypes.
2. The Developmental Model of Supervision (DMS) : The
Developmental Model of Supervision is used to assess counseling trainees'
developmental process as reflected in their statements in the context of
supervision. The statements reflect a set of three dimensional coordinates:
cognitive developmental level, modality and target. Cognitive
developmental level refers to the level of cognitive development (as
described by Weinstein & Alschuler, 1985 and Ivey, 1986) of the trainee as
reflected in his/her statements or responses to supervisor's probes.
Statements can be categorized in any of the four developmental levels: I.
Elemental; 2. Situational; 3. Pattern, and 4. Transformational.
Elemental statements reflect sensory-based data. Situational statements
reflect linear sequences and concrete thinking. Pattern statements on the
other hand are reflective of logical generalizable rules and patterns of
thinking. Transformational statements reflect the transcendence of logical
rules to a postformal level of thinking where the understanding of systems
and the connection between the systems is possible.
Modality refers to the domain on which the supervisor's statement is
directed. The three domains are: 1). Affect; 2). Behavior; and 3).
Cognition. Any statement may be classified in any of these domains.
Target refers to any of the four person/relationship dimensions on which
the statements are focused. The four target are: 1). Client; 2). Client-
Counselor; 3). Counselor; 4). Counselor-Supervisor dynamics.
The task is to assess supervisor and supervisee's statements as these
relate to the three dimension: Cognitive developmental level, Modality and
Target. Cognitive developmental level is a dimension that helps the
supervisee conceptualize the client, him/herself and the relationship
between them, and between him/her and the supervisor. The modality
helps the supervisee identify the learning domains associated with affect,
thoughts, and behavior. Target relates to the relationship dynamics at any
given point with any of the of members involved. For example, client
focus statements are targeted to look and understand the client's thinking,
feeling, and acting. Client-Counselor statements attempt to look at the
dynamics between the client and the counselor. Counselor focus statements
attempt to target at the counselor's thinking, feeling and acting.
The usefulness of this model lies in providing a comprehensive
supervision framework and step-by -step guide. First, it can be used as an
assessment tool to determine trainees' levels of functioning within the
counseling supervisory task at any point in the process of supervision for
appropriate interventions to be prescribed. Second, it can be used to
systematically control the supervision process. Third, it can be used to
develop developmental skill hierarchies to give the supervisor the frame of
reference on how to proceed. Fourth, it provides a sequential format and
foci to foster and enhance trainee's development.
The models assumes that each subject manifests a pattern of
language characteristic of his or her particular cognitive-
developmental stage. The data show evidence of trainees' varying
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levels of conceptualization and these levels can be determined in the
supervision session through the linguistic usage in supervision
discourse which reflects cognitive developmental structures.
However, it is not yet determined whether change in supervision
dialogue leads to change in trainee thinking and in level of
conceptualization.
It is also assumed that the way in which the trainees use
language in supervision reflects the way they conceptualize clients
and their interaction with them. Thus, trainees in supervision may
use language structures characteristic of any of the four cognitive
developmental levels described in this model (elemental, concrete,
formal, post formal) that reflect any given pattern of thinking about
and conceptualization of clients and the issues presented in counseling
and therapy.
Moreover, it is assumed that spurts from lower to higher
stages would occur in the course of supervision discourse. However,
it the nature of these spurts is not totally understood, thus, it may be
that these spurts are not permanent or consistent enough to be
considered legitimate stages, but rather they may represent a
transitory process into other stages in either direction. The goal is
not for counselors to proceed from lower to higher stages which
suggests that higher stages are better. Instead the goal is for
counselors to function well throughout the wide spectrum oi
cognitive stages, dimensions and target foci to meet their clients'
needs. Bach stage, and each dimension and target is not only
important but purposeful in itself. Also, because it is assumed that
trainees' levels of thinking vary across issues and across clients, a
trainee's level of performance may vary from issue to issue and
from client to client.
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The data would suggest that change may occur within the same
stage indicated by a subtle shifts of perception and conceptualization
denoted by a shifts in language usage that suggests a wider range but
within the same stage. And although subjects may change in the way
they think and talk about clients as a result of the supervision
experience, the degree of change from lower stages to higher stages
needs to be considered and assessed.
Also, movement within the same Level may be more obvious than
movement across levels at this stage of analysis because comparisons are
not being made. To compound the issue, these results may suggest that this
change is only true for trainees with no prior experience in counseling so
that what is showing may be just a process of normal growth within the
given limited time and experience. Thus, the conclusion may be drawn
that with continual counseling experience and supervision, trainees proceed
into higher levels and acquire a higher degree of cognitive and emotional
flexibility.
The data presented in this study focus primarily on one set of
coordinates: the cognitive developmental level domain, although target and
modality will be included in the discussion of these findings.
B. Data Collection and Recording
Pre-test conditions are as follows:
1. The 10 subjects underwent a five day basic training that
included: an overview of counseling theory, developmental theory, basic
techniques of counseling, and Ivey's (1976, 1982) typology-basic attending
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skills. In addition, the subjects were introduced to concepts of liberal arts
education, and the college graduation requirements and procedures.
2. The Cognitive-Developmental Model of Supervision was
presented to Ss as a group and applied in individual supervision sessions.
3. The Student Development Task Inventory-2nd Edition was
administered to each subject at the beginning of the first training
session.
4. Two weeks into the semester, the subjects were introduced
to the basic principles of Piaget's (1972) cognitive developmental
theory, Ivey's Developmental Therapy and Weinstein & Alschuler's
(1985) theory on self-knowledge and Carey's (1988) Developmental
Model of Supervision as the main framework from which
supervision was conducted. Subsequently, each subject was
videotaped during their second one-hour supervision session in
which the subject presented a case of his or her choice.
The supervisory hour normally begun with the supervisor
asking the supervisee who (which client) he or she wanted to discuss.
As mentioned earlier, the idea that the most difficult clients are the
best to bring up for discussion in supervision was greatly emphasized
in the initial training and throughout the study. The rationale was
that this was opportunity to learn at a faster rate through immediate
exposure and feedback. However this also requires that the
counselor be somewhat ready and willing to deal with the discomfort
that such exposure tends to evoke. Additionally, some degree of
trust in his or her ability and in the supervisor's benevolence and
knowledge is required to make it a positive experience for all
concerned.
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During the supervision session, the counselor was given
adequate time to describe the client or the problem or both. When
the counselor was at a loss about how to begin, she or he was
instructed to begin with the critical point or moment when he or she
realized there was a problem or when they experienced a sense of
confusion. From this point on, the model was used to guide the
counselor in the journey of self and client exploration. Assessment
of counselor's levels of functioning across dimensions, i.e. domain,
target, and modality is made by the supervisor through inferences
from trainee's linguistic statements in the course of supervision.
Intervention strategies were made by the supervisor through
linguistic statements as well and were directed at appropriate levels
and in each dimension. It was assumed that the beginning of the
treatment conditions, the counselors would require more
explanations and reassurance about their behavior, cognitions and
affect regarding their work with clients. As they progress, they
require less explanations and more questions which would bring the
issues to a point of dialectic discussion.
Interim:
The Developmental Model of Supervision was applied in
individual supervision once a week for an hour long and for two
consecutive semesters. The model was applied and discussed in
group discussions, in case presentations and role plays during weekly
group meetings as well. Approximately fifteen minutes of the
weekly meetings were devoted to disseminating information to the
counselors regarding office procedures and various other aspects of
their job.
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Post test conditions:
1. All supervisees completed again the Student Developmental
Task Inventory
-2nd Edition.
2. Each supervisee was videotaped on his or her last
supervision session presenting a case of her or his choice. However,
supervisees were again, encouraged to present a case that they
considered to be particularly difficult for them to understand or to
contend with.
C. Data Processing
The last twenty minute segment of each supervision session
was coded according to Carey (1988) Developmental Supervision
coding criteria. Scoring was performed on all pre and post test
sessions by one rater. The same procedure was repeated blindly by
the same rater for all pre and post test sessions, from two days to
two weeks after each initial scoring. In addition, blind scoring was
conducted on all pre and post test sessions by an independent rater.
The rationale for using the last part of the session for analysis
is that the last twenty minutes is considered the peak of the session in
regard to counselor's cognitive performance. This segment should
reflect the optimum potential for each subject and therefore, it is
perhaps the most meaningful for measuring the higher levels of
cognitive functioning. The beginning of the sessions may
characterize a process that involves excessive probing for the
purpose of information gathering, followed by the development of a
theme or themes which continue to a lesser or greater degree until
the end. The last segment of the session represents the culmination
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of the theme (s) at the highest possible level for that subject at that
particular point in time.
D. Analysis
Data analysis was done in a three-step, circular process. First,
discriptive data from the Student Developmental Task Inventory-2
and data from the Developmental Model of Supervision, along with
critical themes from supervision sessions were used to check for
trends, or changes that appeared significant to the naked eye.
Secondly, because the descriptive data showed significant trends,
statistical analysis was performed to measure and verify the degree
of change.
1
.
The Student t-test was used to draw comparisons between
the Student Developmental Task Inventory-2nd edition's population
with the experimental group.
2. Pre and post test comparison by Task (Autonomy, Purpose
and Mature Interpersonal Relationships) of the Student
Developmental Task Inventory-2nd edition was performed using the
t test.
3. The Developmental Model of Supervision rating scale was tested
for reliability comparing intrater and interater scores.
4. A t test was performed on data from supervision sessions using
the Developmental Model of Supervision to compare changes on each
subject and among subjects.
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5. Data in graph form is shown using various statistical
measurements, i.e. the mean and standard deviation, and percentages to
show variability within the group and individual subjects' level of
conceptualization on pre and post test conditions. The assumption here is
that the predominant level (s) of conceptualization during supervision
varies across subjects. It is also assumed that experienced counselors may
perform in supervision at predominantly higher levels of conceptualization
than inexperienced counselors.
The statistical analysis results did not show any significant changes,
however, the results of this process of analysis helped crystalize and
validate the trends observed on the individual subjects as described in the
case studies.
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CHAPTER III
PRESENTATION OF DATA
The presentation that follows eontains the data results of two
measures; the Student Developmental Task Inventory-2nd Edition
(a standardized test), and the Developmental Model of Supervision
( a rating scale). In addition to the two instruments, a short case
study for each subject is presented (with the exception of one of the
subjects who left the campus before completing this portion of the
study). Each of the case studies contains a short analysis of the
subject in the context of developmental supervision, gender,
academic standing, tests results, and major themes that surfaced in
their work in peer advising.
A. Student Developmental Task lnventory-2nd Edition Data
The data shown below appear as standard scores ( mean = 50;
standard deviation = 10). There are two sets of columns, a pre test
column and a post test column. Each column consists of three
subcolumns and are labeled: A, P, and R. These letters represent the
following developmental tasks: Autonomy, Purpose, and Mature
Interpersonal Relationships. In addition, Figure 1.1 shows the data
in statistical form which is utilized in the discussion that follows.
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Student Developmental Task Inventory-2nd Edition
STDI-2 STUDENT SCDRF
STANDARD SCORES
AUTONOMY (A) PURPOSE (P) RELATONShiPS fRlSUBJECT* r(Jb
I I EbT PRETEST POS
I I EST PRE'EST POSTTE3T0
;
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5 46 48 41 53 52 47
c
o 59 54 50 50 48 54
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0
o 59 59 67 68 66 54
47 55 42 50 45 37
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Figure 1
.
A comparison between pre and post test data in Figure 1 .
1
indicate that the mean in Autonomy increased from 45.2 to 45.9,
and the mean for, Purpose from 46.7. to 49.0. The mean for
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Mature Interpersonal Relationships on the other hand, decreased
from 47.4 to 46.2. Thus, Purpose seems to have increased the most
as suggested by the mean. The standard deviation shows very little
change with the exception of Mature Interpersonal Relationships
which decreased from 12.7 to 9.4. This change is even more
apparent in the tables that follow.
In order to determine whether this sample differed from the
population upon which the Student Developmental Task Inventory
was normed, mean scores on each subtest were compared to the
mean of the instrument. The type of statistic used for this study is
limited due to the sample size and the nature of the study. For this
reason, the t-test for single-samples is used to compare the post test
group mean by task: Autonomy, Purpose and Mature Interpersonal
Relationships with the mean value of the original test group
population. The results are as follows:
1
.
In testing for comparisons between the post testmean of
task of Autonomy and the group population mean of 50. with a
standard deviation of 10, the results show a totn = -1 .54. The
critical value for a two-tailed t-test with an alpha level of .05 is 2.26.
The t obt of -1.54 is lower than the t critical value of 2.26, thus,
suggesting no significant difference between the group mean in the
task of Autonomy and the population mean.
2. When testing for differences between the study group mean
on the task of Purpose with the mean of group population, the
results yield a tobt = -0.31. Since the t critical value again is 2.26, no
statistical significant difference appears between the two groups.
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3. The results for differences between the study group mean
on the task of Mature Interpersonal Relationships, and the population
mean, the t test yield: tobt = -1.21. Again, these results show no
statistical significant difference in means between the two groups.
In order to determine whether the Student Developmental Task
Inventory scores changed as a consequence of participating in the
study, the pre and post test means were compared. The t-test for
single-samples, and more specifically, the t-testfor correlated groups
was used to compare differences in scores between the pre test and
the post tests of the study group. The means of the pre and post
tests for Autonomy, Purpose and Mature Interpersonal Relationships
were computed to determine if differences existed. The results are
as follows:
1. The t test for comparing differences between pre and post
test in the task of Autonomy yield a t obt = -0.373. S illCC the t critical
value of the Student two-tailed t test at .05 is 2.306, and t obt = -0.373
for the task of Autonomy, then is it concluded that no statistical
difference is evident between the pre and post test in the task of
Autonomy.
2. The t test for comparing differences between pre and post
tests in the task of Purpose yield a t obt = -1.15. The t critical value at
.05 is also 2.306 as above, thus, it is concluded that no statistical
difference exists between the pre and post test of the task Purpose.
3. The t test for comparing differences between pre and post
tests of task Mature Interpersonal Relationships yield a t obt = 0.460.
The t critical value is 2.306 at a .05 level. Likewise, there is no
significant difference between the pre and post tests of the task of
Mature Interpersonal Relationships.
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B. Developmental Model of Supervision Rating Scale Result
To restate what was stated on Chapter III, the results given
here are based on the analysis of pre-test and post-test supervision
sessions of all ten subjects in the study. The last twenty minutes of
an hour of the supervision session is used and each statement within
this twenty minutes segment is coded using Carey's (1988) Cognitive
Developmental Supervision criteria. The coding is done by assigning
a value to each statement. The values correspond to the four levels
of cognitive development. Thus, the Elemental level is given the
value of 1
,
Concrete level is given a value of 2, Formal level a value
of 3, and Post formal a value of 4.
Reliability was obtained in two ways: (1) Through re-scoring
the items by the same rater two days apart, and (2) Through the use
of independent raters. On the independent rater method, five
subjects were selected randomly and five statements from each
subject were selected for comparison. Four out of the five subjects
were in complete agreement, and in one subject, the raters disagree
on one statement only. The intrarater scoring results are those
shown below.
Developmental Model of Supervision Rating Scale
Subject number of responses Intrarater exact agreement
0 34 33
1 14 14
2 16 16
3 15 14
4 17 16
5 21 19
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6 24 23
7 13 13
8 29 29
9 11 11
Total 10 194 188
The intrarater method resulted in 188 out of 194 responses
(97% agreement).
The lack of concordance was always on one level on either
side of the continuum. For example, the difference would be
between Concrete and Formal, or Elemental and Concrete but was
never observed beyond one level. This was also true for when the
same rater repeated the scoring days apart. The Developmental
Model of Supervision scoring criteria for assessing development in
supervision proved effective and the results suggest a high degree of
intrarater reliability as well.
The data below are presented in a pre test column and a post
test column. Each column contains three subcolumns corresponding
to the number of responses per subject and two cognitive
developmental levels. Thus, "R" stands for the total number of
responses scored. "C" stands for the total number of statements that
qualified as Concrete Operational level. The "F" column represents
the total number of responses that fall in the Formal Operational
level. Elementary and Post Formal levels were eliminated from the
C. Developmental Model of Supervision Data
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data due to their low frequency of occurrence in both, the pre and
post test conditions.
The following table represents the data in terms of group
mean, standard deviation and percentages which appear to be
representative of the nature of the changes that took place for
subjects in the study.
Table # 6
Developmental Model of Supervision Rating Scale Results
Raw Scores
Cognitive levels
R C
pre post pre post pre
0 34 48 21 16 13
1 27 14 17 08 10
2 16 29 12 14 04
3 12 15 07 09 05
4 18 17 08 15 10
5 11 21 04 05 07
6 14 11 06 07 08
7 24 16 10 09 14
8 13 19 05 13 08
9 29 19 20 14 09
Mean: 19.8 20.9 11.0 11.0 8.8
STD: 7.7 10.1 5.9 3.6 2.9
Scores in Percentages
Cognitive levels
F C% F%
post pre post pre post
32 61.8 33.3 38.2 66.7
06 63.0 57.1 37.0 42.9
15 75.0 48.3 25.0 51.7
06 58.3 60.0 41.7 40.0
02 44.4 88.2 55.5 11.8
16 36.4 23.8 63.6 76.2
04 41.7 56.3 58.3 43.7
07 38.5 68.4 61.5 31.6
06 69.0 73.7 31.0 26.3
05 42.9 63.6 57.1 36.4
9.9 53.1 57.3 46.9 42.7
8.5
A small increase is noted in the total number of responses and
in the number of Formal level responses as evident by the mean on
the post tests. The number of responses increased by 1.1 and the
Formal level responses by 1.1 as well. However, no change is
observed on the number of Concrete level responses; the mean
remained the same (1 1.0 ). The mean in percentages on Concrete
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level responses show a 53.1 on the pre test and a 57.3 on the post
test, reflecting an increase of 4. 2%. The mean in percentages on
Formal level responses show a 46.9 on the pre test and a 42.7 on the
post test, which is a 4. 2% decrease.
The standard deviation on the total number of responses
increased from 7.7 to 10.1 on the post test, a 2.4 increase. A
decrease of 2.3 is evident on Concrete level responses on the post
test. On the other hand, a jump from 2.9 to 8.5 on the Formal level
is evident, a 5. 6 increase.
The t test for correlated groups was used to compare
differences between pre and post test conditions. The t test on pre
and post Response comparison shows a t obt= 0.105 where as the t
critical value at .05 level = 2. 262. Since t obt is less than 2. 262 the
results suggest that there is no significant difference in the number of
responses obtained in the pre test versus the post test.
Testing for differences between the number of Concrete
responses in the pre versus the post test shows a t obt =0 while the t
critical value at .05 level = 2. 262 as well. Thus, there is no
significant difference in the number of Concrete responses between
the pre and post tests.
The t test for comparisons between pre and post Formal level
responses yield a t obt of 2.06 which shows some change but this
change is not statistically significant given a t critical value of 2. 262.
Thus, although some degree of change is noted in the number of
responses in the pre and post test, and in the number of Concrete and
Formal level responses, these changes are minimal and don't prove
to be statistically significant in this study.
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Moreover, (he F ratio was calculated using the variance of the
pre and post tests to see if changes exist on the number of responses
given by each subject, the number of Concrete responses, and the
number Of Formal level responses. The results are as follows:
EilfcL df Fnrl
krsponsi-s 1.7 J 9 3 ]8
Concrete o
Formal 8.16 9
The F ratio on the pre versus the post test response variance is
1 .73 which is < 3. 18b cm. value with ( ) degrees of freedom. No
significant difference in the number of responses on pre and post
tests is evident. On Concrete responses, the Fobt. is 2. 68, with an F
critical value of 3. IX. Tints, the variance in the number of Concrete
responses in pre and post tests is not statistically significant al the
.05
level.
Formal level responses yield an Fobt. of 8.16 which is
considerably (4. greater than the F critical value of 3.18 which is
statistically significant at the .05 level. More variability in Formal
level responses was noted on the post test. Closer inspection suggests
that this is due to three subjects (# 0, 2, .5) who show a dramatic
increase in the number of Formal level responses and two subjects (#
4 and 7) who show dramatic decrease in the number of Formal level
responses.
In looking at these five subjects as a group who demonstrated
the most drastic change in both directions on the Formal level, some
common elements are evident. They were all female, and four of the
five subjects had or were experiencing major losses in addition to
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other age appropriate life issues. The nature of the loss was as
follows: Subject # 0, experienced the loss of a parent through suicide
at age 8. Subject # 5, lost her mate through divorce after ten years
of marriage. Subject # 4, mourns the loss of her natural
parents/family through adoption at birth. Subject # 7 was expecting
the eminent loss of the country she loved and the splitting up of the
family unit as a result of her leaving.
Two factors may be influencing these opposite results: age and
level of "resolution" already achieved prior to the study.
Subjects # 0 and 5 were in the late twenties to early thirties
respectively, and both had sufficiently dealt with their loss to the
extent that these emotions were kept under control and did not
interfere in their work as peer advisors. Also, their cognitive
domain was much more accessible and they seemed to be in charge
of the emotional domain. They could talk about their emotions
without becoming embedded in them. All three subjects # 0, 2, and
5, became more self and future directed while still struggling with
their issues.
Subjects # 4 and 7 were 22 and 23 years of age, respectively.
Their emotional domain was most salient and interfered with their
cognitive domain. This was particularly true especially for # 4 as
reflected in supervision material and interactions with others. The
major difference is that the degree of objectivity about the
experienced loss and any other current associations of loss was
reflected in the cognitive domain. For # 4 and 7, the emotional
experience of loss was very much present for them. On the other
hand, subject # 0 and 5 experienced the loss much more distantly and
objectively.
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D. Case Studies;
The following nine case studies presented below provide a
profile of each student's change throughout the year as depicted in
supervision dialogue. Each profile takes into consideration the
subject's academic status, the tests results and theme or themes that
were most salient in the context of peer advising and in the
supervision of this function.
# 1.
Age: 23. Place of birth: Hong Kong, China.
Double major: Psychology and Sociology.
Academic status: Senior.
Background: D. is a transfer student from his native country,
China. He had been a full time student for a year when he joined the
peer advising program. Even then he was still experiencing mild but
nevertheless real repercussions of culture shock. For example, D.
understood linguistically normal conversations and exchanged with
others without any difficulty, but the cultural norms of
communication, colloquialism, jokes, double-entendres, and play
with words he understood literally. Such as "are you pulling my
leg?" and the like.
The acculturation process became a developmental task in and
of itself for D. For his peers and supervisor on the other hand, the
process was a little different. The process forced them to become
aware of and sensitive to cultural and linguistic differences and
furthermore, to appreciate these differences because they offer a
different cultural perspective in understanding human interactions.
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With time, D., with his peers and supervisor, became comfortable
and trusted each other enough to work through issues of cultural and
linguistic differences in a respectful and positive manner.
D. worked very hard at confronting and acknowledging issues
of discrimination, prejudice and stereotypical behavior in himself
and in others. Making use of the model, D. became inquisitive and
sought explanations to difficult issues. On the other hand, he found
the Model of Supervision difficult to work with. He stated that this
approach was uncomfortably confrontational for Asian cultural
modes of communication. He modified the approach when working
with Asian clients and supervision was difficult for him for the same
reasons. However, with this knowledge and with time, D. adapted a
more direct approach in supervision and the supervisor also changed
to allow more time and space for the process to take its course.
This exchange of cross-cultural learning among the group members
paralleled the various stages of cognitive, emotional and social
development in dealing with the cultural differences that can lead to
prejudice and discrimination.
Themes: Some of the major themes that surfaced throughout
the supervision were: Cultural identity-reassessment, career and
professional achievement, and stereotyped sex roles. For example,
D. was faced with the label of minority, a label foreign to him. He
worked primarily with Asian students because they could relate to
each other better making the experience more beneficial for all
involved. This approach was taken by the supervisor on the
assumption that self identity, in which culture is a component, needs
to be somewhat secure to function in an advisory/role model
capacity. D. needed to reevaluate his cultural identity in a new
setting for himself and his clients via supervision. Other issues that
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found themselves central to the work with students related to D.'s
family of origin. Issues of inadequacy and rejection that had their
roots in his family, got repeated in sessions with students and in
supervision. For example, perfection was one of these issues. D.
held high standards for himself and expected no less from others. He
perceived the world as a duality of black and white with very little
room for different points of view. In supervision he dealt with these
issues and realized that he treated his clients in similar ways as his
father had treated him. As he began to accept himself and judge
himself less severely, he became less critical and more accepting of
others including his clients.
Tests Results: STDI-2 Task I Task II Task III
A P R
Pretest 36 59 36
Post test 43 60 43
D.'s greatest strength lies in having a clear sense of Purpose in
his life relative to educational and career goals as evidenced in the
Student Developmental Task Inventory as well as personal
experience in working with him. He planned to attend graduate
school in psychology. On the other hand, the pre and post test
results on the SDTI-2 show a relative lower score in Autonomy and
in Relationships, although there is an increase of seven points on each
of the subtasks. In looking at the specific changes within AUT and
MIR, the most dramatic changes within Autonomy, are in
interdependence; it almost doubled on the post test. The inherent
nature of counseling and supervision is one of trust and
interdependence, which may explain the increase in interdependence
and decrease in instrumental autonomy. Thus the results reflect
perhaps, a situational stage rather than a developmental stage.
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In the context of his culture and family background, D. had
not been faced with having to develop autonomy by American
standards. Autonomy in his culture carries a different meaning and
different implications than in the western/American culture. In part,
D.'s increased score in autonomy may have been a response to the
need to acculturate and assimilate to this country. The test results
show a profile of someone whose focus is primarily on academic and
professional achievements and less on personal/ emotional and
intimate relationships. This trend is further reflected in MIR's low
score in intimate relationships with the opposite sex in both, pre and
post test. Whether this is a reflection of his "real" developmental
stage or a self imposed, it is difficult to say. My inference is that D.
is in the U.S. on student visa thus his time to accomplish educational
and career goals is limited, which makes them the central focus and
priority in his life. Intimate relationships may have to be on the
back burner for the time being or it may be that D.'s life style does
not fit into what the SDTI-2 posits as normal and therefore it makes
the results not only inconclusive but culturally inappropriate and
unethical. The implication is that the focus of one's attention at
critical life junctures may differ among individuals within a culture
and more so across cultures.
Results on the DMS are as follows:
total # of responses # Concrete # Formal
Pretest 27 17 10
Post test 14 08 06
Data from the Developmental Model of Supervision indicate
that D. functions primarily at the concrete and formal levels of
cognitive development in the supervision sessions. The following
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dialogue between supervisor and D. is an example of a concrete level
response.
Supervisor: "So you feel insecure because I am putting you on
the spot?"
D. responded: "Yeah, and also feel exposed... physically
naked". Here D. provides a concrete example of how he feels
(exposed) and goes one step further to provide a more concrete
example associated with this feeling (nakedness).
On the other hand, the dialogue that follows is an example of a
formal level response.
Supervisor: "So in some ways, by putting you on the spot and
pushing you to come up with a response, I am humiliating you".
D.: "Urn, yeah, or just right now when you asked what I'm feeling,
sometimes it is difficult to decide what emotion it is because they are
all mixed up, and then that would be uncomfortable because you put
me to decide what it is or what it is not." Here D. is describing a
process. He is describing the process of an affective experience in
cognitive terms.
The post test results show an increase in formal operational
levels when compared to the pre test. Thus, the post test shows an
equal number of concrete and formal operational levels statements
which suggest greater perceptual flexibility and a flexibility across
domains and target areas. D. acquired a high degree of flexibility in
conceptual understanding of self and others and in the affective and
behavioral domains. These changes manifested in his willingness to
understand himself and others. Not only is self understanding
reflected in D.'s ability to get along with peers but also in his ability
to help Asian clients understand themselves in context of both
cultures.
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# 2.
Age: 22. Place of birth: New York
Major: English.
Academic standing: Junior
Background: Ja. was a twenty-two year old junior, bright and
with a charming personality. Ja. was well on the way to self
discovery when she entered the program. She seemed to have taken
advantage of the structure that the study provided and embarked on a
new developmental journey right from the start. The program not
only provided her with the structure but also with the tools with
which to become introspective, followed by the change in behavior.
The following is a description of her journey. Ja. focused mainly on
relationships; relationships with men, women and with herself. The
issues she struggled with, within the context of relationships were:
authority, power, acceptance and love.
Ja.'s early supervision sessions focused on her role and her
interactions with male clients. She invariably was asked out on dates
by them. She reacted in surprise and delight followed by guilt and
burden. Intrigued by this pattern which she recognized as being
very familiar, Ja. willingly set forth to investigate it further. She
discovered that her behavior was a pattern that had begun in
childhood. She had been labeled "dumb blond" in school and now in
college, she still behaved in accordance with this label; she had
integrated this belief into her personality. In spite of her high
academic and personal achievements, Ja. still doubted herself, her
intellect and her personal worth as a person and as a woman.
She had learned well the art of flirting to get men's attention.
This behavior had served her well in the past. However, it became a
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detriment in her role as peer advisor, her relationship with peers,
and with the female supervisor. The following incident depicts the
conflicting beliefs that Ja. had regarding men and women in positions
of power. Ja.'s immediate supervisor (female) gave her a project
that required to put a pile of cards in alphabetical order. Days later
the supervisor discovered that the project had been redirected to the
supervisor's supervisor (male) by Ja. without the female supervisor's
knowledge. Two subsequent supervision sessions were dedicated to
discussing the incident.
The result of this dialogue is as follows: Ja. discovered that
she had learned how to get the attention and approval from men but
that she did not know how to stop that. Having poor boundaries,
flirting and ready to please others were in her repertoire of
behavior. She became keenly aware that such behavior elicited
responses from men and women that she no longer welcomed. Ja.
felt caught up in the dilemma of on the one hand, wanting to please
others to get recognition from them, and on the other, wanting to
assert herself to meet her own needs. The latter approach was new
to her and she did not feel confident yet in using it or in knowing
when and how to use it. At times, she found it easier to revert to old
patterns of behavior.
Tests Results: STDI-2 Task I Task II Task III
A P R
Pre test 49 43 59
Post test 41 41 59
When comparing the pre and post test scores, it is obvious that her
scores dropped in the Task of Autonomy and in the Task of Purpose.
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Nie Task ol Mature Interpersonal Relationships remained
unchanged. A closer look al (he suhlasks show thai Ja.'s scores
decreased in [{motional autonomy and in Instrumental autonomy,
with no change in Interdependence. Undei the Task ol Purpose, Jan
shows a dec lease in Appropriate liducalional Plans and in Mature
Careei Plans. Mature Lifestyle Plans remained the same although
the score is a hit low when compared to the rest of the group.
Although la. does not show a change in Mature Interpersonal
Relationships as a whole, individual suhtasks did change. Mature
Relationships with Peers dropped three points hut Tolerance
increased also by three points. The drop in MRP may be a reflection
ol Ja.'s new approach to dealing with women She wanted other
women to become sell aware as women and communicated this in
her interac tions with them. In some instances she took a direct
approach of suggesting courses in Women's Studies. The response
from women was mixed. Ja. did not lake the negative- responses
lightly. At this point in supervision Ja. was reminded ol people's
growth as an individual process. To impose change on others when
they are not receptive or ready for it, was to commit the same
violation she was trying to eradicate. Thus, Ja.'s next developmental
task was to be more tolerant of others' developmental process.
Results on the DMS are as follows:
total # of responses // Concrete' // Formal
Pretest 16 12 04
Posttesi 29 M 15
The DMS results suggest not only an increase in number of
utterances, almost double in the post lest, but the type ol responses
also differed. The pre test shows a greater number ol Concrete
responses when compared to lormal responses. However, the post
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test results show that Ja.'s responses are evenly distributed between
Concrete and Formal. Thus, the number of Formal level responses
drastically increased in the post test. Ja. became invested in learning
about relationships and about counseling, thus, learning to apply the
DMS was part of the process and was seen by her as an integral part
of her learning.
The following response to a supervisor's question is an
example of a statement at the concrete level, focusing on behavior,
and the target is Ja., the counselor.
Supervisor: " Has this happened to you before? That is, do
you think that people interpret your behavior different from what
you intend?"
Ja. "Oh yes, many times. It happens everywhere. I don't
know what it is that I do to create this. "
The results on the post test reflect a difference in cognitive and
affective approach from that of the pre test. Her Formal level
responses increased and the quality of her thinking also changed.
Supervisor: "What would you say your feelings were at the end of
the session? "
Ja. "I liked her more. Not because she did what I
recommended, but I saw her as a more open person. She seemed a
lot more friendly, afterward, because, when she came in, she was
friendly at the beginning, but then she sat there totally proud of
herself that she had just gotten all A's and all that."
This change also manifested in supervision, particularly in the
approach she took to understand clients and their issues, as well as
with herself as a person and as a woman, and in her relationships
with men and women.
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Ja.'s changes were twofold: her perception of herself as a
student and as a woman changed and her self esteem improved. Her
dealings with men were more neutral and those with women were
less competitive. Ja. begun to take on the role of mentor and teacher
for women she encountered. She felt compelled to teach women to
become self aware and to assert themselves about their rights, and
responsibility for others, especially when in positions of power. For
example, she took Women's Studies courses and recommended them
to other female students who sought her advice. By the end of the
study, Ja. expressed feelings of ambivalence regarding her new role
and doubted a positive outcome. However these episodes were less
frequent as time went on and she was glad to have discontinued her
old pattern of behavior. Also, teaching was being entertained by Ja.
as a possible career choice.
# 3.
Age: 21. Place of birth: Boston, MA
Major: Political Science
Academic Standing: Junior
Background: Ju. was a twenty-one year old junior majoring in
political science. The most compelling feature about Ju. was that he
presented a challenge for the supervisor. Ju. was quite comfortable
in communicating what appeared to be formal operational, abstract
levels of thinking and not meeting the client at the appropriate level.
This often resulted in a conflict with the client. This approach
manifested in generalizations, assumptions or statements that lacked
substantive logic, leading him to either over- identify with the client
or totally missing the mark. Both approaches brought him
frustration, anger and resentment toward clients and the supervisor.
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Unfortunately, but no surprisingly, this same lack of flexibility
manifested in supervision. Any supervisor's attempts at confronting
his ineffectual style was interpreted as a challenge and a rejection of
his thinking and of him as a person. The challenge for the
supervisor was on how to help Ju. become aware of his thinking and
behavior, and the impact this had on others including his clients and
supervisor without offending him. This turned out to be a multi-
layered conflict and an even greater challenge for both Ju. and his
supervisor.
One of the factors within the multi-layered conflict seemed to
have been the issue of gender. He was one of only two males in the
study. One can speculate how his gender impacted on his role as
peer advisor and in supervision. For example, Ju. treated male
clients as pals. He provided a more flexible structure for male
clients by allowing them a great deal of latitude regarding time and
content than he would with females. He was much more structured,
more direct with female clients. His expectations were also
different; he expected female clients to follow his advice but did not
expect the same from male clients. He perceived males as seeking his
advice or opinion and as such they had the liberty to use it as they
pleased. With female clients on the other hand, he tended to exert
more control over the direction of the session and expected them to
follow his advice and took offense when they didn't.
Tests Results: STDI-2 Task I Task II Task III
A P R
Pre test 35 31 22
Post test 35 39 26
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Ju. scored the lowest in the STDI-2 in both conditions, the pre
and post test when compared with the other subjects of the study.
This may lend merit to the difficulties he experienced in being a peer
advisor. The results support the conclusion that Jn.'s developmental
level, especially his level of maturity was below the other members
ol the group and more importantly, he was not developmental^
ready lor the task of peer advising.
Although Jn. scored lowest in all tasks, he showed significant
increase in the post test score of Purpose by eight points, and Mature
Interpersonal Relationship by four points. In looking at the subtasks,
Ju.'s score in Appropriate Educational Plans increased by four
points, and a small increase is noted in Intimate Relationships with
the Opposite Sex and in Mature Relationships with Peers. There is a
small drop in Interdependence which w as a common phenomenon
across all subjects of the study. Tolerance remained unchanged. The
results suggest that Ju.'s greater progress occurred in the Task of
Developing Purpose, especially in the subtask of Appropriate
Educational Plans. These results seem to be in accordance w ith Ju.'s
present academic and career plans; to go into teaching at the high
school level.
Results on the DMS are as follows:
total # of responses # Concrete # Formal
Pre lest 1 2 07 05
Posl test 1 5 09 06
The pre test score yielded a total of 12 responses; 7 Concrete
and 5 Formal. The post test score yielded a total of 15 responses; 0
Concrete and 6 Formal. The post test scores suggest no relative
change in conceptualization per sc. However, noticeable changes
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occurred in the content and approach to peer advising and to
supervision. For example, the pre test supervision session could be
described as primarily client focused and less focused on peer
advisor and on supervisor-peer advisor dynamics. In other words,
the client was the primary target and secondary to that was the
client-peer advisor relationship. Also, the session focused on the
behavioral, over cognitive and affective domains. The following
statement is an example of a Concrete level response in supervision.
Supervisor: "So Ju., how do you feel about all this? "
Ju.: "I feel bad for him. He should have not gotten himself
into that predicament; too much responsibility when it is not
necessary. I felt sorry for him because I disagreed with what he was
doing. "
On the other hand, the content of the post test supervision
session shows a different pattern. The predominant target was the
peer advisor Ju., followed by the dynamics of client/peer advisor and
peer advisor/supervisor relationship. Thus, focusing on the
relationship dynamics, Ju.'s approach changed; he became more
introspective, self understanding, and understanding of others
affectively and cognitively in the context of counseling/advising and
of supervision. This suggests that Ju. moved to a different
developmental stage where he started to focus more closely on clients
behavior.
Throughout the process of supervision, Ju. was forced to deal
with his thinking process by breaking it down to concrete
components. This was difficult. Ultimately, he gained awareness of
his pattern of thinking, feeling and acting in the context of
counseling and supervision. Although he gained the self awareness
to understand his interaction with the client, he had not yet gained
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mastery over these domains. For example, this Formal statement is
evident of such a stage.
Supervisor: "So what did you discover? "
Ju.: "I discovered that it turned from it being her problem into
my fight, and that I did not have all the facts. "
Supervisor: "When did you realized that? "
Ju.: "When I noticed she was pulling away from me. She was
not saying anything because I was saying the same thing over and
over again. I thought she was going to do what she wanted to do,
and I was getting too involved to see it clear ". Clearly, this
statement reflects a level of awareness not present in the pre test
supervision session.
The combination of these two measures suggest that Ju. is well
capable of Formal and Concrete level thinking. The main obstacle
for Ju. was his approach with clients as well as in supervision. His
approach can best be described as two opposite extremes of a
continuum. Ju was either passive and non-directive or very
directive, concrete and overly controlling. The need to integrate
these two opposite patterns of behavior was one of his goals because
he became aware of its ineffectiveness and wanted to change.
The post test scores suggest change in the direction of a more
open and flexible approach as reflected in the increase in the number
of Concrete statements and a decrease in Formal statements. Toward
the end of the study, Ju. was able to tolerate some degree of "talking
through" in supervision about both, the interaction with clients and
the here-and-now of supervision in a less superficial manner. This
may may account for the greater disparity between C's and F's. He
offered more Concrete ideas and explanations about his behavior and
his interactions with clients and with the supervisor. The model of
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supervision used was an assertive model. It is confrontational and
direct, and was experienced by Ju. and many other supervisees as
unforgiving because it does not provide much room for avoidance or
denial as mechanisms of defense. Thus, for Ju. as the the rest of the
subjects, it was a challenge.
# 4.
Age: 22. Place of birth: Boston, MA
Major: Psychology. Academic standing: Senior
Background: Lo. was a 22 year old psychology major whose
issues of authority and power manifested early on and persisted
through the duration of the study. Lo. had very low tolerance for
other people's shortcomings as well as her own. Although she
expressed desire to help others, she did not feel very comfortable
with their vulnerability and helplessness. It manifested in a general
ambivalence about her role as peer advisor and about being in a
position of power. Her ambivalence and lack of tolerance resulted in
empowering herself by unempowering others, a reaction that made it
difficult to deal with in supervision. For example, she tended to
describe clients in a degrading, and patronizing manner, i. e. that
they were stupid and dumb.
A related issue manifested in the importance she placed on
appearing competent and in control which permeated in individual
supervision, group meetings and with clients. For example, when
confronted directly on normal activities with clients and their
progress, Lo. would rather make up a response than admit ignorance
or confusion. This pattern of behavior affected everyone and it
elicited further confrontation and isolation from her peers who were
a potential source of acceptance, role modeling and support.
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For Lo., termination from the program and pending
graduation triggered many painful feelings and memories for her.
Lo. was adopted as an infant by a family who had other children of
their own and whose mother was allegedly alcoholic. It appeared
that Lo.'s childhood had been difficult for both reasons, the adoption
and the alcoholic mother. It seemed obvious that Lo. was still very
much conflicted about this situation and her present perceptions and
behavior were affected by it as well. For example, she tended to
relate to others with mixed emotions and expectations, setting herself
up for further disappointment.
Tests Results: STDI-2 Task I Task II Task III
A P R
Pre test 36 42 59
Post test 40 44 48
Lo.'s scores are not significantly different from the rest of the
group. A comparison between the pre and post test indicates an
increase in two Tasks: Autonomy and Purpose. Interdependence
doubled in the post test, but Emotional Autonomy dropped a bit. In
the Task of Purpose, the increase occurred in Mature Lifestyle Plans.
The Task of Mature Interpersonal Relationships had a nine point
drop on the post test. In looking at each subtask, a decrease is noted
in all three: Intimate Relationships with the Opposite Sex, mature
Relationships with Peers and in Tolerance. This is noteworthy
because it lends support to the major issues that surfaced in
supervision in particular and in her relationships with clients and
with peers in general.
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Results on the DMS are as follows:
total # of responses # Concrete # Formal
Pre test 18 08 " 10
Post test 17 15 02
The pre test score yielded 18 scoreable responses of which 08
were Concrete and 10 Formal. The post test results show a drastic
drop in Formal level responses. Such a drop is not indicative of
Lo.'s inability to think abstractly in general. However, it does
suggest that given her personal circumstances such as being
confronted with another series of losses due to graduation, she had a
difficult time separating and sorting out her emotions. Her
responses reflect this in that the affective material interferes with her
thought process.
An example of Lo.'s formal level response to a supervisor's
inquiry is as follows:
Supervisor: "In your mind's eye, how do you think, a student
would perceive a peer advisor, such as yourself? "
Lo.: "It is like looking at someone who is not a freshmen
anymore. He is a senior. I am having a hard time seeing me as
senior now. I have a hard time recognizing the power I have, just
because I know the system. I am just beginning to recognize it. "
On the other hand, Lo. responded at the concrete level to this
supervisor's question:
Supervisor: " Is there anyone in particular you are thinking
about? "
Lo.: "Just all the students you can't do anything for because
they can't get the credits they need.
"
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These results are not particularly different from others in the
group. However, the post test scores show a wide discrepancy
between the number of Concrete and Formal responses. These
results suggest that Lo.'s cognitive and emotional functioning
changed significantly on the post test condition. It lends support to
the literature which suggests that emotional material interferes with
cognitive processes.
For Lo., termination was difficult because her experience up
to the end had been mixed. It had brought up a mixture of feelings;
relief, sadness, regret and hope. She made strides to gain awareness
about some of these issues and to some degree succeeded, which
prepared her to continue recognizing, understanding, and dealing
with them more appropriately. The relief represented the end of her
ordeal. However she was also saddened to leave and regretted not
having been able to partake more of what had been offered her. On
the other hand, she was also hopeful to continue to learn and to
grow. She recognized that this was just a beginning of a life-long
process.
#5
Age: 33 Place of birth: Boston, MA
Major: Art and Women Studies Minor: Geography
Academic standing: Senior
Background: Jo. is a white female in her early thirties. She
was married for a number of years and has a male child from that
relationship. She was living with her parents until she finished
school. She had worked as a dental hygienist for a while and
entered college seeking a liberal arts education and a change of
career. Her goal was to become an architect. As an adult learner,
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as it was true for others in this group, college offered a set of
challenges that she had not been prepared to deal with. A common
assumption or misconception was about what college education meant
and offered to individuals in all aspects of their lives. For Jo., a
college education meant that the college faculty, were going to feed
her all the necessary information that was important for her to
know. Perry (1970) states that this is a normal beginner's stage of
intellectual development among college students.
Tests Results: STDI-2 Task I Task II Task IIIAPR
Pretest 46 41 52
Post test 48 53 47
As a senior, Jo. was faced with among other things, the job of
integrating and applying the knowledge she had learned in college
and in her role as peer advisor and supervision, to her personal life
and to pursuing a career. In the process of the ten months as peer
advisor, the challenge was: how to make sense of what she learned
and apply it to her life. She discovered that she had learned to think
and wanted to know the process. She knew this process intuitively
but wanted to know it objectively. At the beginning she relied on the
model of supervision as a frame of reference to discuss the
counseling and supervision process and was comfortable keeping it at
the abstract and intellectual level. The affective domain was less
familiar and less comfortable for her.
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Results on the DMS are as follows:
total # of responses # Concrete # Formal
Pretest 11 04 07
Post test 21 05 16
Her Developmental Model of Supervision scores reflect her
propensity to think abstractly and objectively, and in a short and
concise manner with very little evidence of affect. When pressed for
affective content and expression, she talked about it objectively, and
without any degree of emotion. The first supervision session yielded
a low number of responses, of which seven were Formal
operational-level type responses and four were Concrete-type
responses.
On the other hand, the number of responses doubled in the
post test supervision session, and the number of Formal level
responses also drastically increased. Her total number of responses
were twenty one on the post test, of which five were Concrete and
sixteen Formal. Not only an increase in Formal level responses is
evident but the quality of the responses also changed even though the
changes are not measurable by conventional means. This drastic
change probably reflects the fact that she was "ready" to make the
change and the supervision experience provided the impetus for such
change to occur. In her thirties, Jo. concentrated on developing "self
awareness" and on making a positive impact in all areas of her life,
especially in finding a career that brought her personal satisfaction.
The nature of the responses also reflect more diversity with
respect to dimension, target, and to a lesser degree, cognitive levels.
For example, the following statement is in response to a supervisory
question on the pre test:
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Supervisor: "Coming back to 'Charles', when you were sitting
there listening to him, what was going through your mind? "
Jo.: "I said to myself, 'how unfortunate it is that I don't have
time to talk to him'. "
The following is a response from the post test to a supervisory
question:
Supervisor: "What do you think was your student's
expectations of you? "
Jo.: "Her expectations were that I was going to tell her what to
do.
"
Supervisor: "Because you were in an authority position? "
Jo. "Right, and if I felt that I had gotten caught up in her
story, I don't think that I would have been effective. It does not
mean that I can't connect with her, or feel something, but if I had
gotten caught up in it, I would have ended up telling her what to do
because I would have felt sorry for her, then I would have told her
what to do."
The cognitive dimension predominated on the pre test session,
and more affect was evident on the post test session. Not only did Jo.
express affect more easily in supervision sessions, but also she had
become more aware of it in her sessions with clients. In addition,
the focus or target took on a wider range on the post test session.
Thus, Jo. no longer focused on one target alone. As the session
progressed she made connections around themes and identified
patterns of behavior, thinking and feeling in herself and in others,
such as her clients, and significant others. This form of perceiving
and understanding herself and others perhaps gave her permission to
talk more freely about feelings. She appeared to feel more
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comfortable discussing feelings in other people and in herself as they
related to issues of control. She had learned from past experience
that emotions were dangerous; people lost control and become
dangerous if not physically,then emotionally. She gained mastery
over her emotions by talking and reflecting about them. She also felt
more comfortable and in control when dealing with others'
expression of emotions and was much more effective in helping
clients to verbalize and exert mastery over them as well.
The area that evidenced most growth was that although Jo.
obtained good grades, she lacked self confidence in most areas of her
life but especially in seeking and achieving a career. Over time Jo.
became petty confident about her worth as a person and her impact
on others through the work she was doing in peer advising. She also
began to explore career opportunities and planned on taking a paid
internship in her senior year which would introduce her in the field
she wanted to work in, architecture.
As for her romantic relationships, I have no information since
it rarely came up as a topic of conversation other than an occasional
remark about dating. I assume that this was not an area of great
priority at the time. It is not surprising to see that her scores on the
Student Developmental Task indicate that Purpose surpassed
Autonomy and Relationships in the post test. In fact, she scored 12
points higher or more than one standard deviation on the post test
when compared to the pre test score. The other change appears to be
on Relationships, 5 point decrease. This is not surprising. This
trend was evident across all subjects. For Jo., the decrease occurred
in Intimate Relationships with the Opposite Sex and in Tolerance.
Relationships with peers remained constant.
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This presumably suggests that on the pre test, Autonomy,
Purpose and Relationships tasks were on equal footing. However,
the post test score suggests that Purpose as a task, became more
important over Relationships and Autonomy. Developing Purpose
relates to the development of future academic, career, and personal
goals. Jo. flourished in this developmental task. As a woman in her
thirties and a single mother living at home, she was faced with the
struggle of reevaluating her beliefs about her role as a woman and
mother in her thirties seeking a career. She had not planned on
being a single parent and sole provider for her child. She placed a
lot of her energy into self development and in pursuing a career in
architecture and community planning.
Using the DMS as a frame of reference from which to
conceptualize and talk about feelings and relationships, Jo. embarked
on the process of self discovery. This process lent itself to further
self development and the achievement of a healthier self esteem as
evidenced in her new attitudes about herself and other people's
potential. This empowered her to be self reliant and self sufficient
which was very important for her at this point in time. This level of
growth is not necessarily the last for her, but it is a necessary one for
her to move on to another level perhaps where self reliance and self
sufficiency are no longer so important.
#6
Name: L.
Age: 27 Place of birth: Pennsylvania
Major: Masters in English as Second Language.
Background: L. was the only subject in the study who was a
graduate student. This was her second semester in her master's
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degree program and she hoped to embark on a teaching career in
English as a second language, upon graduation.
L. started the study with unrealistically high expectations of
herself and about her role as peer advisor. For example, early on L.
expressed feelings of inadequacy about not covering all grounds in a
single session with a client. She tended to assume excessive
responsibility for others, and feeling burdened by it. Also, L.'s
supervision sessions reflected a strong sense of discomfort about
asking for specific information and probing her clients more directly
than she was used to. She requested specific assistance in dealing
with clients' emotions, especially pain.
Tests Results: STDI-2 Task I Task II Task IIIAPR
Pretest 59 50 48
Post test 54 50 54
Since L. is a graduate student and no standard measures are
available for this group, her test scores were assessed as if she were a
college senior. These results are within normal limits for a senior.
L.'s score on the pre test reflects a healthy level of Autonomy,
especially in Interdependence and Emotional autonomy. Within the
Task of Purpose, L. scored lowest on Mature Career Plans, but her
Educational Plans score was high. A low score is also evident in
Intimate Relationships with the Opposite Sex, a subtask of Mature
Interpersonal Relationships. When comparing these results with
those on the post test, they show a couple of small but significant
changes; a five point decrease in Autonomy and a six point increase
in Relationships, and Purpose remained the same. In the Task of
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Autonomy, the drop occurred in Interdependence, and in Task of
Relationships, the increase occurred in Tolerance. The score on
Mature Relationships with Peers did not change.
The overall results on the post test are more even across tasks
which perhaps suggests a degree of integration of the three tasks.
These results are supported by the changes that L. made in some of
the subtasks as reflected in supervision sessions. However, the
integration is not evident within subtasks. The three areas that need
improvement are Interdependence, Mature Career Plans and Intimate
Relationships with the Opposite Sex. L. struggled with the issue of
Interdependence and this was reflected in her confusion about her
role and about her personal boundaries in the context of peer
advising. She expressed a sense of burden regarding her clients'
problems, and showed relief to know that she could be helpful and be
a source of comfort and an instrument of change but not own the
problems. When asked what she had learned from the experience of
helping her peers, she stated: "to know that I don't have to be
responsible for others, that I can help them without doing it for
them." However, this was just a beginning of such awareness and not
the end. She did become more tolerant and accepting of herself and
others as confirmed by both the SDTI-2 and supervision content.
Results on the DMS are as follows:
total # of responses # Concrete # Formal
Pretest 14 06 08
Post test 11 09 04
L.'s supervision sessions contained frequent pauses which
resulted in a comparable fewer scoreable statements. This is not
significant other than it being a reflection of her particular style.
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The pre test scores are pretty evenly distributed between concrete
and formal levels. An example of L.'s concrete statements is her
response to the following supervisor's question:
Supervisor: "When in the session did you begin to feel better
about the session, was it before or after the initial fear? "
L. :"Just a few minutes later because I realized that I would do
my best to help her but I would not make decisions for her. " Thus,
the response is a concrete response, expressed in the cognitive
dimension, and focused on the client-counselor dynamics.
The post test scores however, reflect a smaller number of
responses and a wider spread between concrete and formal levels.
The next statement is considered a Formal level response to a
supervisory question:
Supervisor: "So how does it feel now that I'm not doing what
you had hoped I would do? "
L.:" I feel that I should not take as much responsibility. You
didn't say this, but I feel that I was worrying too much. I feel I can
help in some ways, but not take the whole responsibility. "
Here L. is focusing on her feelings about her interaction with
the client. It is also interesting that she uses "feel" three times when
she could have used "think" instead. However, she is using the same
dimension "feel" used by the supervisor.
When comparing the pre and post tests, there were more
concrete statements than formal ones in the post test than in the pre
test. Also, in looking at Dimension (affect, cognition and behavior),
most statements classified as behavior and cognition rather than
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affective. When comparing the post test with the pre test results, the
opposite is true; there were more affective statements than cognitive
and behavioral on the pre test. A possible inference is that this
change reflects a drastic change in the way she conceptualized
information in these two conditions. However, in truth the question
is: did she learned to conceptualize relationships and human
interactions more objectively (Formal Operational) as reflected in
her "cautiousness" about and detachment from affective material on
the post test; or are these results a reflection about a change in the
use of language only rather than a change in the cognitive processing
of information. The ideal goals of course are the integration and
accessibility of all three dimensions to be reflected in behavior. In
L.'s case, this could have been the first step to a more positive
relationship with others by maintaining a healthier degree of
objectivity and not being so affected emotionally.
Differentiating herself from others was the most important
single improvement L. made and it seemed to have had powerful
ramifications in counseling and in her relationships with peers. She
was able to gain and maintain a greater degree of objectivity about
herself and about others through interactions with them. L.
appeared to have gained self confidence in her role as helper and in
herself as a person and it appeared that she had made good strides
based on supervision material. However, the results on the STDI-2
do not reflect such change. In fact, it appears as if she regressed in
this task as evidenced in Interdependence which assumes the ability to
recognize and act on the reciprocal nature of social relationships and
is extended to the participation of the social welfare of the
community. A common view held by developmental theorists is that
sometimes "regression" occurs previous to another developmental
spurt.
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The post test supervision session contains an accumulation of
themes she had faced throughout the study. These include a high
degree of self confidence and trust in herself which allowed her to
open up to others about her thoughts and her emotions and to trust
the process. L. also became confident and more open to discuss
interactions with others and to understand herself in the process.
The post test session also evidenced parallel patterns between client,
counselor and supervisor.
#7.
Age: 23. Place of birth: Lima, Peru, S.A.
Major: Art. Concentration: Communications
Academic Status: Senior
Background: T. is a transfer student from Lima. Because her
father is a Peruvian government official, the family resided abroad
from time to time. T. is the only daughter and youngest of three
children. She felt conflicted about the constant change she
experienced growing up. T. expressed her wish for stability but she
also longed to travel and explore the world. Her father is of
Japanese descent and she identifies herself as half Japanese and half
Peruvian and speaks Japanese, Spanish and English fluently.
T. expressed joy over the experience of being a peer advisor
and felt a sense of loss when it was over. T. had made a "home" in
the program and found it difficult to say goodbye. This sense of loss
was not a new feeling, it was all too familiar to her. It was a
recapitulation of the past and a recurrent theme in supervision. She
identified with the students she served on this issue. She viewed her
student experience with nostalgia and regret. T. admired
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assertiveness in others and felt a bit jealous of assertive students and
those who had a strong sense of direction. She wished she had been
more assertive on campus so that she would have become involved in
collegiate activities to help her get grounded academically and
emotionally.
T. had not experienced a sense of stability anywhere because
her stays were always temporary. She was cognitively aware of this
pattern and the effects it had on her. However, she was able to
manage her reactions. In her senior year she became involved in
cultural activities related to Japanese and Hispanic cultures. This was
most likely the beginning of a new way of conceptualizing and
understanding herself and others through many perspectives and in
the context of culture. In other words,T. learned to conceptualize
and talk about ideas, feelings and behavior regarding clients and
herself, at formal and transformational levels of thinking and
feeling. This assertion is supported by the analysis of supervision
material which is discussed next.
Tests Results: STDI-2 Task I Task II Task III
A P R
Pre test 40 45 40
Post test 38 36 48
On the SDTI-2 pre test her scores are as follows: Autonomy
40, Purpose 45 and Mature Intimate Relationships 40. This suggests
that her development is relatively even across all three tasks.
However, the post test reflects some variation and change. For
example, she scored in Autonomy 38, Purpose 36 and Mature
Intimate Relationships 48. These scores show a decrease in
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Autonomy and Purpose and an increase in Mature Interpersonal
Relationships. The same pattern is observed in other subjects. Her
score in Mature Interpersonal Relationships supersedes the tasks of
Autonomy and Purpose. The increased score in Relationships may
reflect T.'s present focus. A great concern to maintain legal status so
that she could remain with her family in the U.S. She could not plan
too far into the future because she was uncertain where she was
going to be. Also, by being in the program, she developed good
friendships with her peers which is reflected in T.'s significant
increase in the subtask of Mature Relationships with Peers.
Results on the DMS are as follows:
total # of responses # Concrete # Formal
Pretest 24 10 14
Post test 16 09 07
T. presented shy and self conscious during the pre test
supervision session. She was cautious with her words and with her
actions. The 24 scoreable statements were categorized into Concrete
(10) and Formal (14) operational levels. Her post test yielded only
(16) responses, (9) Concrete and (7) Formal. There is a slight drop
in the number of responses on the post test and a significant decrease
in the number of Formal level responses. In both conditions, the
subject is able to conceptualize at the concrete and formal operational
levels with ease when prompted. It may be that what is being
reflected here by the decrease in Formal level responses on the post
test is the state of mind she was in when the last supervision session
took place. The last supervision session was symbolic of the end of
the road she had been traveling for some time. T. opted for being
cheerful but doing her best to present herself with all she had
received and learned, but could not disclose what was really going on
in her. This behavior is perfectly understandable and commendable.
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The following interchange between supervisor and T. is an
example of a concrete response.
Supervisor: "I got the sense that at the beginning you did not
do much. "
T. "I didn't do anything at the beginning because I was so new.
I isolated myself, but later, I started to deal little by little, like
spending more time a the library, that helped. "
In addition this subject also moved appropriately to each
dimension: cognition, affect and behavior. T. adapted the DMS
approach to self analysis after she became comfortable in using this
method when discusing clients in supervision. The statement that
follows suggests a formal level of understanding of her interactions
with her client.
Supervisor: "Tell me about this cultural issue that affects
people. How does this relate to your life? "
T.: "Well, when I was talking to the student, I felt glad that he
was coming for help because it made me recall when I first came
here. I didn't do that. I didn't go for help anywhere and did not
seek out people. I had to figure things out for myself. "
Also, T. presented great ability to strategically plan immediate
goals. However, her lack of strong future plans reflects the sense of
uprootedness she felt and this permeated her life as evidenced in her
SDTI-2 results. It may be that she was being greatly influenced by
outside factors that she didn't have much control over, such as the
frequent change of residence that her family made. It appears that
T.'s home experience helped her to become good at contemplating
and planning her immediate future but might have affected her
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ability to create long term plans for her personal life as well as
career or professional direction.
It is also possible that time orientation is different. It may be
that in her family and the culture (s) that she comes from, emphasis
and value are placed on the present more than on the future. Since
this is a future-oriented society, and the STDI-2 is a culturally-
embedded assessment tool, T.'s scores may be reflecting a cultural
value normal for her. If she were to establish residency in the U.S.
she would be faced with this issue. Upon graduation, T. was going
on to Paris to study art history for a year in order to maintain her
student status, and thus her legal status in the U.S. It is difficult to
say the degree to which this trip was a repetition of the pattern and
also a legitimate necessity to maintain her legal status.
#8
Age: 23 Place of birth: Boston, MA
Major: Anthropology, Minor: Biology
Academic status: Junior
Background: M. is a twenty three year old junior who
transferred from an Ivy League college at the end of her freshmen
year. The wide diversity of the student population attracted her to
UMB and she claims that it provides her with a good environment to
grow. She was a perfectionist in everything she did. This
characteristic seemed to be perhaps the motivating force in achieving
her goals. She took the task of peer advising and the Developmental
Model of Supervision seriously and with the same perfectionist
attitude. Like most things she pursued, she did so with vigor and
conviction and gave it the required attention and care to master the
task.
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M. may be described as having two different and equally
powerful aspects to her personality when she started the study. One
was very bright, self-determined, disciplined and perfectionist; a
person who would accomplish a task thoroughly. The other side was
a shy, quite, somewhat withdrawn, passive and non-assertive young
woman who was hardly noticed by anyone. And in spite of her
impressive academic record, she doubted in her ability to succeed.
These two sides struggled for first place. Most often Ms. shy and
unassertive would win. However, through time they appeared to
have merged into one.
M. had intended to major in biology but anthropology won her
over in her junior year. She had become dissatisfied with biology as
a field at about the same time that anthropology became appealing.
Change of major is a common and healthy phenomenon among
college students. As for M., the choice of biology as a major could
have been reflective of a coping mechanism rather than a thought out
plan as anthropology appeared to be. Changing majors was quite
significant and reflective of M.'s change in developmental stage.
Many factors, including but not limited to those presented in the
STDI-2 influenced her decision to major in anthropology instead of
biology. Biology provided her the exactness and predictability of
science. It is an objective and scientific approach to understanding
nature and life in particular. Anthropology on the other hand, is less
objective and deals more directly with human relationships and
interactions in the context of the social and physical environment. It
may be that as M. gained confidence in dealing with others, she was
attracted to those disciplines that focus on human interaction.
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Another subtle but noticeable change exhibited by M.
throughout the study was that she became more comfortable with
interactions and relationships with others. It appears that this change
is reflected in the choices she made regarding her educational and
career pursuits, and her personal relationships with peers and
significant others as well as with her family of origin.
Tests Results: STDI-2 Task I Task II Task IIIAPR
Pretest 59 67 66
Post test 59 68 54
Although the standard scores do not reflect any change from
pre to post tests on two of the tasks, there are small changes within
them. For instance, M.'s score increased in Interdependence, Mature
Career Plans and Mature Relationships with Peers, and drastically
dropped seven points in Intimate Relationships with the Opposite
Sex. It is as if she centered her attention on herself in many areas of
her life, such as career, education, autonomy and relationships with
peers which are issues central to her life. M. developed a strong
conviction about assisting anyone who felt victimized in some way,
and who could not defend themselves.
This was a recurrent theme for her. As she gained a greater
sense of self, and became confident as a student and effective helper,
she became more active in helping others protect their rights. In
essence, she not only changed her self concept, but she also changed
her behavior to prevent further victimization. In addition, she
contributed to other people's process of changing through teaching,
consciousness raising and modeling. This was truly reflective of
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change at the personal level, which encompasses the psychological,
cognitive and affective domains an then transcending to affect change
in others.
M.'s decreased post test score on Relationships with the
Opposite Sex may reflect avoidance or neglect in her present life that
she needs to attend to. However, such results should not necessarily
reflect a deficit in her ability to have successful relationships of an
intimate nature. Rather, she may have chosen to focus her attention
at the present time, on her academic achievement and career oriented
goals rather than on intimate relationships.
Results on the DMS are as follows:
total # of responses #Concrete # Formal
Pretest: 13 05 08
Post test 19 13 06
M. tends to work toward a high degree of perfectionism in
every- thing she does. It is obvious from both test results and the
work she performed as a peer advisor that she is very capable of a
wide range of intellectual and affective functioning. The pre test
yielded a total of 13 responses of which five are Concrete and eight
are Formal. The results suggest that M. functions well at both levels
but tends to have a preference for the Formal Operational form.
For example, the following response to a supervisor's question
depicts her thinking process.
Supervisor: "So that is how I would know that you are feeling
pressured, by the pauses. What would the pauses tell me?
"
M: "That either, I'm searching for it, or that I have it but
can't express it, or I don't have it and can't express it.
"
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change at the personal level, which encompasses the psychological,
cognitive and affective domains an then transcending to affect change
in others.
M.'s decreased post test score on Relationships with the
Opposite Sex may reflect avoidance or neglect in her present life that
she needs to attend to. However, such results should not necessarily
reflect a deficit in her ability to have successful relationships of an
intimate nature. Rather, she may have chosen to focus her attention
at the present time, on her academic achievement and career oriented
goals rather than on intimate relationships.
Results on the DMS are as follows:
total # of responses #Concrete # Formal
Pretest: 13 05 08
Post test 19 13 06
M. tends to work toward a high degree of perfectionism in
every- thing she does. It is obvious from both test results and the
work she performed as a peer advisor that she is very capable of a
wide range of intellectual and affective functioning. The pre test
yielded a total of 13 responses of which five are Concrete and eight
are Formal. The results suggest that M. functions well at both levels
but tends to have a preference for the Formal Operational form.
For example, the following response to a supervisor's question
depicts her thinking process.
Supervisor: "So that is how I would know that you are feeling
pressured, by the pauses. What would the pauses tell me? "
M.: "That either, I'm searching for it, or that I have it but
can't express it, or I don't have it and can't express it.
"
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On the other hand, this pattern changed on the post test
condition in that there are nineteen responses and Concrete (13) is
disproportionately higher than Formal (06). A comparison between
the pre and post results suggests that not only the number of
responses increased, but that a shift occurred in the direction of
Formal to Concrete levels of intellectual functioning. This change
may more accurately reflect her approach in talking about
supervision content rather than a change in levels of thinking. For
example, M. became an excellent describer using a wide range of
details as supportive evidence before presenting her conclusions.
The following statement is a Concrete level response that
shows an aspect of M.'s experience in supervision.
Supervisor: "I have a question about questions. How does it
feel for you when I ask you questions? "
M: "I feel like I always have to come up with an answer. "
She adds a formal level response: "sometimes (it is) a little annoying,
but sometimes I don't feel like I have the option, but may be I do, to
say I don't know or I don't want to answer the question... in a way, I
like the challenge.
"
At the beginning of the study her approach was the reverse.
She began with the conclusion or an abstract statement and then
presented the details. At the end of the study she began with the
details and ended with the conclusion. Most likely, M.'s change in
inductive/deductive reasoning approach in supervision was most
likely to accommodate her supervisor's style and the Developmental
Model of Supervision.
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# 9.
Age: 22. Place of birth: Boston, MA
Major: Psychology
Academic status: Junior
Background: S. is a white female in her early twenties, a
junior majoring in psychology. She comes from a large family and
had worked with the elderly in a medical setting and enjoyed it. She
had no experience and did not feel confident in dealing with people
her own age. She stated that she really did not know how to relate
to them much less help them. S.'s major detriments were her
shyness, passivity and lack of self confidence. Although she claimed
to be clear about her role as peer advisor, she doubted herself with
respect to the process of helping. This issue became central in
supervision.
S. was cautious with her clients to a fault. She stated that she
feared offending or embarrassing them, and imposing on their
privacy. Thus, her discomfort about asking pertinent questions of
clients greatly impeded her ability to gather sufficient information to
identify problems and therefore to help them find solutions.
S. struggled to understand her behavior in the context of her
role as peer advisor. She eventually understood it as being rooted in
her family of origin where people did not probe for information
directly: it had to be volunteered. Needless to say, this approach
proved to be ineffective with her clients. S. focused on learning to
feel comfortable with appropriate probing and became more
assertive in her interactions with clients, peers and supervisors. She
also worked on becoming assertive and taking charge of the session
with the client and succeeded with this strategy.
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S. took appropriate steps in her academic pursuits and career
direction as was evident in the SDTI-2 post test results and her actual
future plans. In her senior year, S. planned on attending college as
an exchange student in California. She also planned on attending
graduate school in psychology upon graduation.
Tests Results: STDI-2 Task I Task II Task III
A P R
Pre test 47 42 45
Post test 55 50 37
S.'s results show an eight point difference in both directions
for each of the three tasks on the pre test and post test. Also, her
scores appear to be relatively equal on the three subtasks of the pre
test but the post test shows a range of eighteen points. S.'s growth
shows strongest in Autonomy, especially in the area of
Interdependence, and in Purpose, especially in the task of Mature
Career Plans. Although her overall score in Mature Interpersonal
Relationships decreased, the decrease occurred in the areas of
Relationships with the opposite sex and in Tolerance. Her score
vastly increased in the area of Mature Relationships with Peers.
This is significant in light of the fact that these were areas that
were most challenging for S. Not knowing how to establish clear
and appropriate boundaries with others was a major issue. Her
overly cautious approach in dealing with others served as a barrier
and kept those around her at a distance. As S. gained confidence in
her role of helper, her ability to ask questions, probe, clarify and
confront her clients appropriately improved. She learned to see
questioning and probing as positive ways of communicating concern
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and care for the recipients. Her clients' feedback positively
surprised her and this gave her more encouragement to continue the
path. By the end of the study, S. appeared to have reached a more
balanced approach of interacting with others, such as with clients,
peers and supervisor. This is supported by the increase in Mature
Relationships with Peers.
Results on the DMS are as follows:
total # of responses # Concrete # Formal
Pretest: 29 20 09
Post test 19 14 05
There is a (10) point difference between concrete and formal
operational levels on the pre test and (9) points in the post test in
which the number of C's is higher. To a small degree only, do these
responses capture the quality and degree of S.'s growth. Her
responses suggest that S. is very capable of functioning at concrete
and formal operational levels of conceptualization and understanding
herself and social interactions better, and used humor constructively.
An example of a supervisor's probe that elicited a concrete level
response from S. is as follows.
Supervisor: "what would you do if you had the time, and Tom
had time, what would happen? "
S.: "I would sit down and explain things that he may not
understand and there are lots of vocabulary to remember.
"
The following statement provides an example of her formal
level of cognitive functioning and the ease with which she expressed
her genuine feelings.
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Supervisor: " So how do you feel now about all this, now that
the year ended and you have gained so much experience? "
S.: "Sad. Sad that it is all over and everybody goes their
separate ways. You never know if you'll see them again. But I'm
glad I did peer advising because it gave me a tie to the school and it
worked out well. "
S.'s ability to grow and to apply the Developmental Model of
Supervision's approach of understanding cognition, affect and
behavior was evident in her new approach in dealing with the issues
that were obstacles in relationships with others. She became more
confident and assertive and took more risks with clients and in
supervision as is evident on her above statement.
E. Summary of SDTI-2nd Edition
The results of the SDTI-2 show the following: No statistically
significant changes between the pre and post tests using the t-test for
correlated groups is evident. Likewise, no significant difference in
scores is evident when comparing the population mean and the mean
of the study group by using the t test for single-samples.
Descriptive data indicate the pre test to contain a wide range of
scores across and within subjects. The post test results show
fluctuation of scores within tasks and across subjects. The post test
scores also fall closer together for all subjects and in all three tasks.
In other words, there is less disparity in scores across tasks for all
subjects. This was particularly more significant in the task of
Mature Interpersonal Relationships, there is more cohesion of score
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across subjects. It is as if development in all three tasks equalized
for each of the subjects.
However, overall, there is an increase in the task of Purpose
for (6) out the (9) subjects in the study. This suggests that the
subjects in this study show an increase of ability to create clearer and
better defined personal and career goals than when they began the
study. It may be that one major developmental task while in college
is for students to focus on their future plans, pertaining to both,
personal and academic/career pursuits and that other developmental
tasks, such as Interpersonal Relationships and Autonomy may be put
in the back burner for the time being. Moreover, there appears to
be an inverse relationship in Autonomy and Purpose versus Mature
Interpersonal Relationships. As Autonomy and Purpose increased,
Mature Interpersonal Relationships decreased.
When looking at the changes within each task, the following is
observed in the task of Autonomy. When compared to the post test,
the most striking change appears to be in Interdependence and
Instrumental Autonomy. It shows a negative correlation. As
Instrumental Autonomy increased, Interdependence decreased, and as
Interdependence increased, Instrumental Autonomy decreased.
However, because the number of subjects is small, these changes are
not statistically significant.
The task of Purpose in made up of Educational, Career and
Life-style plans. In the post test, five of the nine subjects increased
in Educational plans, and three decreased. In addition, four
increased in Career plans, but four also decreased in the same
subtask. Life-style plans, another subtest of Purpose, shows that four
subjects increased their score and two decreased it. It is obvious that
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there is no apparent change of statistical significance worth
reporting. However, the subjects' scores on all three subtasks tend to
be more cohesive with less disparity among them than is evident in
the pre test. The drops or decreases may reflect a change that is not
necessarily negative or long lasting but perhaps may reflect a change
in creating more realistic and immediate future goals, especially for
those subjects who were close to graduation.
The task of Mature Interpersonal Relationships which is
composed of: 1). Intimate relationships with the opposite sex, 2).
Mature relationships with peers and 3). Tolerance, shows the
following when comparing the pre and post tests results. Intimate
relationships with the opposite sex shows no significant change, four
out of nine subjects increased by at least one point, but four also
decreased. In Mature relationships with peers, five out of nine
subjects show a zero to five point increase and two subjects shows a
decrease. This is the subtask with a greater number of subjects who
changed in a positive direction.
Tolerance for others' differences, on the other hand shows a
decrease in five out of the nine subjects. This was a surprising result
and there might be several explanations. For example, the change
might be reflective of students becoming more egocentric and
ethnocentric as they learned more about themselves and others. This
trend was evident in all subjects of the study. The terms egocentrism
and ethnocentrism may not be an adequate terms to describe the stage
of development exhibited by these subjects. Perhaps the qualities that
were most salient were self confidence and personal empowerment.
For example, in the case of the two foreign-born students, it
seemed that in the process of supervision and the counseling work
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they did, they gained self confidence and a stronger self identity.
They began to focus on themselves more as a reliable frame of
reference worth trusting in their dealings with themselves and
others. This is a sign of healthy egocentrism and a positive step in
the process of personal identity and a reclaiming of their cultural
identity. However, this change might also reflect a stage in the
subjects' ego development related to a temporary imbalance created
by the attempts to strengthen the various aspects of their personality.
According to developmental theorists, this is a common occurrence
because development does not occur evenly across tasks but in spurts
within and across tasks.
F. Summary of DMS Results
The data on the Developmental Model of Supervision for the
ten subjects show no significant change statistically between the pre
and post test conditions. However the changes that are detectable are
small and can be described in the following ways: In the pre test,
each subject functioned predominantly in one cognitive level, i.e.
Concrete or Formal level. However, the post test results show a high
degree of variability in Formal level scores. The results on Formal
level scores are statistically significant at the .05 level when
compared to the pre test. The range of Formal level scores ranged
from 2 to 32 on the post test in comparison to a 4 to 14 range on the
pre test. The opposite is true for the Concrete level scores, the range
became smaller on the post test. The post test Concrete scores fall
within the 5 to 16 range.
Counseling requires a wide spectrum of cognitive modes of
conceptualization, dimensions and target foci to meet the clients'
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needs. Each stage, dimension and target is not only important but
purposeful in itself and it is essential that trainees' levels of thinking
be flexible to meet the needs of a wide range of issues with diverse
client populations. The results reported above represent the subjects'
achievement of a wide spectrum of conceptual and emotional
flexibility to successfully work with clients. The subjects' scores
reflect this change: the ability to move within and across the
Concrete and Formal levels at ease and when necessary. Thus, this
skill is an ideal goal for counselors in training to achieve.
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CHAPTER IV
DISCUSSION
A. Conclusions
The purpose of the study was to identify and discuss the
elements or factors and processes that promote cognitive and
counseling skills development, as well as those that enhance personal
and professional development in counselors. The Student
Developmental Task Inventory-2nd edition and the Developmental
Model of Supervision were the instruments used to identify these
factors and processes. In so doing, the study focused on determining
the following factors and obtained some answers:
1. The SDTI-2 was used to determine whether significant
differences existed between the study group sample and the
population norm upon which the Student Developmental Task
Inventory-2nd edition was based.
The Student t-test for single-samples was used to compare
means of the two populations; the norm population and the study
group. The results show no significant difference between the
population mean and the mean of the study group. Thus, this group
of subjects is no different in regard to psycho-social and
educational/career development when compared to the SDTI-2
population.
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2. The task to determine whether the Developmental Model of
Supervision had an effect on the subjects in the study, the t test for
correlated groups was performed to compare the mean by Task,
between the pre and post test conditions. No significant change was
detected in any of the Tasks.
3. The task was to determine whether the subjects manifested
a pattern of language characteristic of a particular cognitive-
developmental stage and whether evidence of trainees' varying levels
of conceptualization could be determined through linguistic use in
supervision discourse.
4. The Developmental Model of Supervision (DMS) rating scale was
tested to determine whether this scale was a reliable tool to assess levels of
conceptualization from verbal supervision discourse. As a rating scale, the
data showed to be 97% reliable. However, the data do not support the
hypothesis that change in supervision dialogue leads to change in trainee
thinking and conceptualization levels.
5. The question whether predominant level (s) of
conceptualization during supervision vary across subjects was tested
by using DMS data to compare the mean, standard deviation, and
percentages of the total number of responses, the Concrete, and the
Formal level responses. In addition, the need to determine whether
experienced counselors perform at predominantly higher levels of
conceptualization in supervision than inexperienced counselors was
tested.
The F ratio was used to draw comparisons between the pre
and post test regarding the number of total Responses, the number of
Concrete level responses and the number of Formal level responses.
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The results show no statistical difference between pie and post test in
the total number of responses, nor in the number of Concrete level
responses. I lowcver, statistically significant difference in the degree
of variability at the .05 level is evident on the Formal level responses
on the post test. Thus, these results show that variability in Formal
level responses on the post test occurred at higher rate than il chance
alone was operating. In concrete terms, live of the ten subjects show
a dramatic change on Formal level responses on the post test. Three
ol the live increased significantly in the number of Formal level
responses while two drastically decreased in number. This suunests
that the Formal level of conceptualization as a variable, was not as
stable or consistent as were the total number of Responses and the
Concrete level responses.
I
. Summary
Although the SDTI-2 quantitative data do not reflect any
significant changes in this group of subjects along the three
developmental tasks of Autonomy, Purpose and Mature Interpersonal
Relationships, and the data from The Developmental Model of
Supervision only indicate a high degree of variability of the Formal
level of conceptualization, the case studies reflect a diverse group of
subjects, each in their own stage in their developmental process.
The stage or stages are manifested by the issues or themes
presented in (he course of supervision and in their interactions with
peers. Their views about themselves and others, and the world of
human interactions at large changed, and for each one a little
differently. And although the changes that each individual made are
not quantitatively measurable, the quality of their thinking changed
and in turn, they as individuals changed. As a whole, the biggest
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accomplishment that this group of subjects achieve was learning a
"method" of thinking and talking about objective and subjective
experience, which widened the spectrum of their affective experiem
and that of cognitive levels of conceptualization. It is difficult to
predict however, the degree to which each individual may integrate
these into their future lives.
Development occurs in different domains and different areas
throughout Life. Growth in one area tends to affect all others. The
college experience has been stated to be a period of accelerated
growth (Perry, 1970). The college experience for most students,
traditional and non-traditional students alike, is a time of accelerated
personal, emotional and intellectual growth. Within this context,
students are faced with the realities of preparing for new directions
regarding the world of work, personal responsibility to others and
themselves as well as achieving personal satisfaction. Students
therefore, struggle with a wide vast of change within a short period
of time.
For example, the need to establish long lasting relationships,
compounded by the process of searching and maintaining a sense of
selfhood and self identity while focusing on intellectual skills
development, is an enormous challenge. Freshmen concerns differ
from those of seniors. They are at different stages of the
developmental continuum. College is a unique experience for
people in general (Perry 1970) and each individual experiences it in
a unique way. It is equally true that although the college experience
presents a challenge in a number of tasks for students to master, and
even though the tasks may be experienced in a similar way, each
student experiences and processes these tasks in the context of his or
her own social environment, culture and level of development.
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The supervision experience for this group of students was a
time to reflect and learn about themselves and about others in a much
more individualized and intimate manner than in the classroom
setting but not as intense and intimate as psychotherapy. This is in
keeping with the literature which suggests that development takes
place in a progressive manner but not at the same time across
psycho-social and intellectual domains and that environmental
opportunities (social roles) set the stage.
Taking on the role of peer advising posed many challenges for
the subjects in this study. The peer advising was a developmental
task that took them getting used to the process, and to perceive it as
necessary for achieving some mastery of this function. The
supervision experience was also a developmental task; they learned
about the process through their actual participation. The taking on
of any new role requires change and this change becomes in itself a
developmental process. The degree to which they learned and
assimilated the experience into their lives after they left peer
advising is related to each subject's individual developmental process
and environmental opportunities that supports it.
Literature about the internship experience in counseling and
clinical psychology suggests a regressive effect on interns at the
beginning. Interns become less self confident, less self reliant, more
dependant on others, such as the supervisor (s) and the agency or
system for which they work during practicums and internships.
However, this changes in the course of the internship. Likewise, this
seems to have been true for this group. The task of Autonomy:
emotional, instrumental and interdependence was particularly
difficult for subjects to master at the beginning. The skills they
162
mastered well however, were the less tangible "higher level skills"
referred to in the supervision literature, the ability to analyze
critically and better understand human interactions.
Non-traditional college students, students who are first
generation attending college, who are older and from diverse
academic, socioeconomic, cultural and linguistic backgrounds than
the norm, may have or have not resolved or mastered some of these
tasks. For example, intellectual and career pursuits may be tasks that
need mastery for some, and these become the focus in college, but
relationships or autonomy may not be developmental tasks that
directly concerns some of these individuals at this juncture.
In addition, these students' approach to and process of
educational attainment and career exploration and planning are
different perhaps from the traditional student sample used in the
study by Winston, Jr., R. et al. This group's process can be
categorized as a step by step process of self discovery as described in
the " Women at Thirtysomething: paradoxes of attainment " study
done by the United States Department of Education in June 1991.
The study describes the educational career and labor market
experience of women in the high school class of 1972 until the age of
32. According to the study, women's aspirations are less inflated
than men's, and their life plans more realistic, and are much more
intensely focused on the goals they have chosen (pg. 17).
In addition, women, as it is true for non-traditional students,
are not full of self confidence about their academic achievement and
career success and approach college cautiously but steadfastly.
Although the purpose for attending college may be similar, women
in this study as well as the class of 1972 women, approached college
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by trial and error. Women would try different disciplines of study
and when they came across something they liked, they would pursue
it further. The positive experience led them to further study and to
take one step at a time. Upon arrival, they looked back only to
realize that they had gone way beyond their own and other people's
expectations. The motivating force to continue is what Belenky, et
al. (1986) refer to as "personal authority", a sense of empowerment
achieved through experience and knowledge and valued by society
which is a new experience for most women.
In this study, the main change for all subjects was the
attainment of a stronger sense of self and a solid desire to continue
their path of self discovery and "personal authority" even when in
some cases their professional and career goals were not yet
crystalized. The trend appears to be that Purpose was a
developmental task that subjects of this study struggled with in
supervision, not only within the context of their peer advising
function but also in their personal lives.
According to Belenky, et al. (1986), women appear to struggle
more than men over issues of self vs others. That is, relationships
tend to be considered very important for women, more so than for
men. This was true for the women in this study as well as was
reflected on the scores in the Mature Interpersonal Relationships
Task. Furthermore, Autonomy and Purpose were the tasks most
preferred by the two men over Relationships. Although this
phenomenon was also observed in the women of this study at the
beginning, all the women ended up focusing more attention to their
own needs, and began to view Autonomy and Purpose as positive and
attainable attributes to pursue. In addition, there were only two men
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and therefore it is unrealistic to make such a generalization about
men.
R. Discussion
College students as a population undergo changes that with the
present level of developmental supervision technology, are difficult
to capture in one academic year. In addition, developmental changes
are illusive in nature and difficult to assess because there arc no
adequate tools that can detect subtle but concrete changes in a limited
amount of time. In this regard, the results of this study do confirm
some of the concepts of cognitive developmental and developmental
supervision theory. However, this study not only lends support to
what is already known, but provides Developmental Supervision
theory with new findings. For example, the results of the study
provides the field of Developmental Supervision theory with a
practical and reliable tool for assessing cognitive levels in a
systematic manner. The study also provides statistical evidence
suggesting that the Developmental Model of Supervision impacted on
levels of conceptualization, particularly the Formal level.
Although no linguistic structural changes per se were evident,
there was change in Formal level responses, suggesting that this level
of conceptualization is more tenuous, or more easily influenced by
external and internal conditions. What is not known are the
characteristics that make Formal levels susceptible to change and
what type of conditions have such influence on Formal levels of
conceptualization. The results do suggest that intense emotional
states and issues related to self esteem affect Formal levels of
thinking more so than other levels. Future studies should consider
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the impact of emotions and self esteem on cognitive functioning,
especially the Formal level.
1. Limitations of the Study
The limitations of this study are as follows:
1. The major limitation of this study is the lack of a control
group with which to compare its findings.
2. The cognitive Developmental Model of Supervision rating
scale is a new assessment tool and as such, is in its early stages of
establishing statistical validity and reliability. As a result, there is no
statistical data with which to compare the present results.
3. The group studied is very small. In addition, it represents a
small group of traditional and non-tradition undergraduate college
students with a wide-range of majors, of diverse age and
cultural/linguistic background, and without prior counseling or
cognitive theory background. The results these findings therefore,
should be used cautiously if applied to other populations, especially
graduate students in counseling for example.
4. The study was conducted during one academic year (two
semesters), as part of the subjects' working responsibility while they
were attending college. These subjects were performing a task
atypical of college-age students, and under a set of conditions
consistent with a urban commuter public university. These students
were being faced with issues that graduate students in counseling and
clinical programs would have dealt with already. The task of
advising/counseling typically, is performed at the graduate level of
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academic training by those who are pursuing it as a career and who
are in training. Thus, consideration should be made relative to the
"level" at which these subjects began in comparison to subjects in
graduate programs pursuing the field of choice. The psychosocial
developmental process experienced by this group may very well
parallel that of counseling/clinical students in training but at different
levels and depth of experience. The common element however, is
that development is an individualistic process in which emotion and
cognition are integral parts.
5. There were many uncontrolled variables and for this reason
it is difficult to determine the factors that impacted most on the
subjects. For example, it is possible that variables such as the
subjects' academic and personal background, semester load and year
of graduation may have influenced the results.
Another possibility is that the changes seen reflect a style-type
of mechanical (behavioral) change and not a change in cognition. A
behavioral change may be the result of the repetitive style used in
supervision whereby the mechanics of counseling and of being
supervised are learned and may not represent a change in cognitive
structures. More importantly, caution must be taken in generalizing
these results to other populations, for example, to counseling
graduate students or professional counselors, not only because the
sample is relatively small, but because no control group is used and
no assessment of the supervisor's skills and developmental levels are
made, nor are there control procedures utilized for the supervisor.
Although it could very well reflect a normal developmental process
for anyone learning counseling and psychotherapeutic skills.
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6. Many of these subjects had declared a major but had not
necessarily considered pursuing the counseling/ psychology field as a
career. This fact poses a whole set of assumptions and implications
different from those of graduate students in Counseling Psychology,
for example.
7. The supervisor performed multiple roles within the study at
the time that this study was being conducted. For example, in
addition to the clinical supervision, the same supervisor was
responsible for salaries, work schedules and other management-type
responsibilities. Additionally, the supervisor's style and gender and
their impact on the subjects' performance are important factors to
consider in future studies. Thus, the results may have been
influenced by many other variables that were not controlled, other
than solely on the supervision sessions per se.
2. Implications for Research
The purpose of this study was to move on from the present
research literature concerning counselor development and to try to
identify key factors that enhance counselor development and to
describe the process for effective development to occur.
Although the present study does not answer all the questions
posed regarding counselor development, new information is
provided to guide future research. The Developmental Model of
Supervision scoring method is an effective and reliable tool to use in
assessing cognitive developmental levels. The question regarding the
factors that impede and those that promote counselor development
are still unclear. However, the study's data do suggest that strong
emotional states affect the level of conceptualization and in turn, the
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behavior. The Formal level of conceptualization appears to have
been affected by emotional states in five of the ten subjects as
reflected by the drastic changes in both directions of the continuum.
That is, for some subjects, emotional states greatly interfered with
their cognitive process, their ability to conceptualize clearly and
abstractly. For others, their emotional states enhanced their
cognitive functioning and did so at the Formal levels. The findings
in this study suggest that intense conflictual or unresolved intense
emotional issues that relate to or are similar to the task at hand, have
a negative impact on the trainee's cognitive functioning. Similarly,
emotional freedom leads to healthy self esteem and optimum
cognitive functioning.
Future research should focus on the link among affect,
cognition and behavior, and more specifically the role of emotions
and self esteem on cognitive functioning. Assessment and evaluation
at determined intervals is essential to rule out variables that would
otherwise go undetected on pre and post tests. The use of multiple
tools/methods to rule out variable that remain undetected on one or
two instruments is also recommended. For example, the use of
instruments or methods that take into account issues of
socioeconomic status, gender, age and cultural/linguistic differences
and styles of learning are appropriate given new population trends.
In addition, descriptive data would be useful to complement the
quantitative data and to provide a context from which to analyze and
understand the data in developmental terms. Lastly, the use of
control groups and a larger sample size would be ideal.
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3- Implications for Supervision Practice
The results of this study provide valuable information
regarding college students/adult learners' process of change,
specifically, cognitive, personal and professional growth. Some
specific implications for practice are:
1
.
Although the Developmental Model of Supervision rating
scale is a great contribution to future research and practice, there is
still a need to refine it and to develop new methods of assessing
affective states/issues that block a counselor's ability to conceptualize
at Formal levels as well as those states that promote and enhance
them. Success in targeting and "working through" these states or
blocks may free up the cognitive domain to function more
effectively.
2. The key methods and approaches that most enhance growth
in supervision is the question. The supervision experience is in itself
a process to get used to by trainees. The first few months are spent
getting to know and understand the process. This process required a
frame of reference for the trainees from which to start and a lot of
coaching afterwards. Some responded to supervisor questions by
using the question as a starting point of the dialogue, then moved on
to other cognitive domains, i.e. when the question required a
Concrete response, trainees responded at that level and were coached
toward Formal levels. Likewise, when they started with a Formal
level, they needed to be coached toward Concrete levels. Learning
to navigate across and within levels successfully was difficult for
some trainees, but it should be one of the main goals in counseling
training. Psychotherapy or any other self enhancement vehicle that
promotes self development may be essential components to individual
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supervision to complement the process of counseling practice and
growth promoting supervision at least at the starting point of the
supervisory experience.
Trainees are adult learners from diverse backgrounds and
experience and are often not prepared to embark on the supervision
journey. For example, some trinees at beginning level, may not feel
comfortable talking about their feelings and thoughts, and may
experience the process as an intrusion into their private world of
thinking and feeling. In time and with patience and coaching, adult
learners can learn to feel comfortable with the process of self
discovery and self reflection, which is a subjective journey different
from the objective/academic path associated with formal education
and with which they are accustomed.
4. Summary
Developmental models of counseling/clinical supervision as a
technology is relatively young and one that desperately needs to
establish a stronger theoretical ground work and liable practical
technology. With this in mind, this study's purpose was to built on
that which is already known about development and supervision and
to make a contribution to the field of developmental supervision.
The instruments used, the Student Developmental Task
Inventory-2nd edition and the Developmental Model of Supervision
yield mixed results but very little significant data on changes in the
subjects who participated in the study. The changes were perhaps
not sufficiently great in number and in volume to make statistical
difference. Some non-statistical changes noted occurred were the
following: 1). Within the three Tasks of development, Autonomy,
1 7 1
Purpose, and Mature Interpersonal Relationships, the results on the
post test show more cohesion for each subject suggesting a higher
degree of balance on these areas of growth. 2). A greater increase
of scores for (6) of the (9) subjects on the Task of Purpose. Agair
this may be reflective of this group's developmental stage in their
life-span. These results may or may not be applicable to other
populations.
Results on the Developmental Model of Supervision are as
follows: (1) the Developmental Model of Supervision Rating scale
proved to be highly reliable; (2) all subjects show a greater degree
of flexibility in cognitive functioning on the post test; (3) the
Formal level of conceptualization shows statistically significant
variability on the post test, suggesting that this level of development
is highly succeptible to change. Descriptive data (case studies) on
these subjects lend support to the above findings.
In conclusion, the above results confirm much of the literature
on cognitive development and its application to Developmental
Models of Supervision technology. These results also pose great
implications for further research for developmental theory and
supervision alike on adult learners.
172
BIBLIOGRAPHY
Adelman, C. (1991). Women at thirtysomething: paradoxes of
attainment. IJ. S. Department of Hducation: office of
educational research and improvement
.
Alonso, A. (1983). A developmental theory of psychodynamic
supervision. The Clinical Supervisor. 1. 23-30.
Alonso, A. (1985). The quiet prefe ssion. New York; Macnullan
Publising Co.
Baker, S., Scofield, M., Munson,W. Clayton, L. (1983).
Comparative effects of teaching basic counseling competencies
through brief microskills practice versus mental practice.
_
Journal of Counselor Hducation and Supervision, 23, 71-82.
Barak, A. & LaCross, M. B. Multidimentional perception of
counselor behavior. Journal of Counseling Psychology, 22
,
471-476.
Bartlett, W. (1983). Part one: A multidimentional framework for
the analysis of supervision of counseling. The Counseling
Psychologist: 1 1, 9-17.
Belenky, M., Clinchy, B., Goldberger, Tarule, J. (1986). Women's
ways of knowing: The development of self, voice, and mind.
New York: Basic Books, Inc.
Benack, S. (1988). Relativistic thought: A cognitive basis for
empathy in counseling. Journal of Counselor Hducation and
Supervision, 217-232.
1 7 3
Bergin, A. E., & Lambert. M. J. (UrS). The evaluation of
therapeutic outcomes. In S. L. Garfield & A. E. Bergin (Eds.),
Handbook of psychotherapy and behavior change: An emerical
analysis. New York: Wiley.J
Bernard. J. (1979). Theory and application, supervisor training: A
discrimination model. Counselor Education And Supervision
1<L 60-68.
Bloeher. D. H. (1983). Toward a cognitive developmental approach
to counseling supervision. The Counseling Psychologist 11
27-34.
Borders. L. D. ( 1988). A pragmatic research agenda for
investigating developmental models of supervision. Running
head: Pragmatic research. Paper presented at The Association
for Counselor Education iv; Supervision
. St. Louis. Missori,
October. 1988.
Borders. L. D., Foils. M. L. ^ Neimever. G. J. (1986). Counseling
students' level of ego development and perceptions of clients.
Counselor Education and Supervision. 2(\ 37-47.
Borders, L. D., Fong, M. L.. & Cron, E. A. (1 C) 8S). In-session
cognitions of a counseling student: A case study. Counselor
Education and Supervision. 28. 5° -70.
Bowman, J., Reeves. T. G. (l c)87). Moral development and empathy
in counseling. Counselor Education and Supervision. 293
296.
Brodsky, S., Myers, H. (1986). In vivo rotation: An alternative
model for psychotherapy supervision. From book:
Supervision and Training: Models dilemmas, and challenges;
The Hawoith Press, Inc.
174
Carey, J. C. (1988). A cognitive-developmental model of
supervision. In E. Johnson (Chair), Toward a developmental
theory of supervision. Symposium conducted at the meeting
of the American Psychological Association
. Atlanta, Georgia.
Carey, J. C. (1990). A stage-based cognitive-developmental model
of clinical supervision. Counselor Education and Supervision.
Carey, J. & Williams, K. (1986). Cognitive styles in counseling
education: A comparison of practicum supervisiors and
counselors in training. Counselor Education and Supervision.
December, 128-135.
Caiiozzi, A. F., Gaa, J. P.
,
Liberman, D. B. (1983). Empathy and
ego development. Journal of Counseling Psychology. 30
. 1 1
3-
116.
Chichering, A. W. (1969). Education and Identity. San Francisco:
Jossey-Bass.
Cogan, M. L. (1973). Clinical Supervision. Boston: Houghton
Mifflin.
Commons, M. L., Richards, F. A. and Armon, C. (1980). Beyond
formal operations: Late adolescent and adult cognitive
development. New York: Praeger.
Copeland, E. (1983). Cross-cultural counseling and psychothery: A
historical perspective, implications for research and training.
The Personnel and Guidance Journal. 62, 10-15.
Cross, D. & Brown, D. (1983). Counselor supervision as a function
of trainee experience: Analysis of specific behaviors.
Counselor Education And Supervision, 22, 333-34 1
.
1 7 5
Cuius, M. and Yager, (i. (1981). A systems model for the
Supervision Of school psychological services. School
Psychology Review. 10, 425-435.
Davidshol'er, C. Richardson, G. (1981). Effects of precounseling
training. Journal of College Student PeisonneL^ 522-527.
DeLisi, R. and Straudt, J. (1980). Individual di (Terences in college
students' performance on formal operations task. Journalo !
Applied Developmental Psycholo gy, I, 20 1 -208.
Drapela, V. ( 1983). Counseling, consulting, and supervision: A
visual clarification of then relationship. Personnel &
( inidancc Journal, 62, 1 58 I 62.
Kdwin, S. [., & Growick, B. ( 1982). GSR feedback as an aid in
developmental counselor. Counse lor Education and
Supervision, 22, 3 I 2-3 I
.
Hgan, G. (1980). The skilled helper: a systematic approach to
effective helping. Monterey, CA: Brooks/Cole.
I llis, M. ( 1988). The cognitive development. Approach to ease
presentation in clinical supervision: A reaction and extension.
Counseling liducation and Supervision, 259-264.
Idlis, M. & Dell, D. M. (1986). Dimensionality of supervisior
roles: Supervisors' perceptions of supervision. Journal of
Counseling Psychology, 33 , 282 291.
Hrickson, \i. II. ( 1968). Identity: Youth and crisis. New York:
Norton.
1 7 6
Fischer, K. W. (1980). A theory of cognitive development: The
control and construction of hierarchies of skills.
Psychological Review. 87, 477-53 1
.
Fischer, K.W. (1983). Developmental levels as periods of
discontinuity. In levels and transitions in children's
development, edited by K.W. Fischer, In New Directions for.
Child Development. No. 21 San Francisco: Jossey-Bass.
Fischer K. W., & Bullock, D. (1981). Patterns of data: Sequence,
synchrony, and constraint in cogniyive development. In
cognitive development, edited by K.W. Fischer, In New
Directions for Child Development, No. 12 . San Francisco:
Jossey Bass.
Flavell, J. (1985). Cognitive development. New Jersey: Prentice-
Hall, Inc.
Friedlander, M. L. and Ward, L. G. (1984). Development and
validation of the supervisory styles inventory. Journal of
Counseling Psychology. 31 . 54 1 -557.
Frisz, R. (1984). Peer counseling: Establishing a network in
training and supervision. Journal of Counseling and
Development. 64 . 457-459.
Frisz, R. (1984). The perceived influence of a peer advisement
program on a group of its former peer advisors. The
Personnel and guidance Journal, 62, 6 1 6-6 1 9.
Galassi, J. & Trent, P. (1987). A conceptual framework for
evaluating supervision effectiveness. Counselor Education and
Supervision, 260-269.
1 77
Garfield, G. (1980). Psychotherapy: An eclectic approach New
York: A Wiley-Interscience Publication.
Gilligan, C. (1982). In a different voice Cambridge, MA:
Harvard.
Handley, P. (1982). Relationship between supervisors' and trainees'
cognitive styles and the supervision process. Jounal of
Counseling Psychology. 29. 508-515.
Harman, J. (1986). Relations among components of the empathy
process. Journal of Counseling Psychology . 33. 371-376
Hart, G. & Falvey, E. (1987). Field supervision of counselors in
training: A survey of the North Atlantic Region. Counselor
Education and Supervision. 26 . 204-212.
Harvey, D. & Schramski, T. (1984). Agency supervision. Effective
supervision and counsultation: A model for the development of
functional supervision and counsultation programs. Counselor
Education and Supervision. 23. 197-204.
Harvey, O., Hunt, D. and Schroeder, D. (1961). Conceptual systems.
New York: Wiley.
Hauser, S. T. (1976). Loevinger's model and measure of ego
development: A critical review. Psychological Bulletin
. 83,
928-955.
Hayes, Richard. (1988, October). Developmental group supervision.
Paper presented at the ACES National Conference . St. Louis,
MO.
Hayman, M. (1981). Supervision feedback. Canadian Guidance and
Counselling Association. 15 , 198-202.
178
Hennessy, T. C. (1982). Reaction: Pari I: A background and a basis
for a reaction. The Counseling Psychologist. 10. 49-52.
Heppner, P. & Handley, P. (1981). A study of the interpersonal
influence process in supervision. Journal of Counseling
Psycholog y. 28. 437-444.
'
Heppner, P & Handley, P. (1982, September). The relationship
between supervisory behaviors and perceived supervisor
expertness, attractiveness, or trustworthiness. Counseling
Education and Supervision. 37-46.
Heppner, P. & Roehlke, H. J. (1984). Differences among
supervisees at different levels of training: Implications for a
developmental model of supervision. Journal of Counseling
Psychology. 3
1
.
76-90.
Heppner, P., Gelso, C, & Dolliver, R. (1987). Three appproaches
to research training in counseling. Journal of Counseling and
Development, 66 , 45-50.
Hess, A. (1986). Growth in supervision: Stages of superviess and
supervisor development. The Clinical Supervisor, 4 , 51- 67.
Hess, A. (1980). Psychotherapy supervision: Theory, research, and
practice. Wiley & Sons Inc.
Hess, A. K. and Hess, K. A. (1983). Psychotherapy supervision: A
survey of internship training practices. Professional
Psychology: Research and Practice, 14, 504-5 1 3.
179
Hester, L.R., Weitz, L.J. & Anchor, K.N.
,
Roback, H. B. (1976).
Supervisor attraction as a function of level of supervisor
skillfulness and supervisees' perceived similarity. Journal of
Counseling Psychology. 23. 254-258.
Hill, C. E. Charles, D., Reed, K. G. (1981). A longitudinal analysis
of changes in counseling skills during doctoral training in
counseling psychology. Journal of Counseling Psychology 23
428-436.
—1
Hillerbrand, E. (1989). Cognitive differences between experts and
novices: Implications for group supervision. Journal of
Counseling and Development. 67. 293-296.
Hoffman, L. (1990). Old scapes, new maps: A training program for
psychotherapy supervisors. Cambridge, MA: Milusik Press.
Hogan, R. (1964). Issues and approaches in supervision.
Psychotherapy: Theory. Research and Practice. I. 139-141.
Holloway, E. (1982). Interactional structure of the supervision
interview. Journal of Counseling Psychology. 29. 309-317.
Holloway, E. (1984). Outcome evaluation in supervision research.
_
The Counseling Psychologist. 12 . 167-174.
Holloway, E. (1988). Models of counselor development or training
models for supervision? rejoinder to Stoltenberg and
Delworth. Professional Psychology: Research and Practice.
19, 138.140.
Holloway, E. (1987). Developmental models of supervision: Is it
development. Professional Psychology: Research and
Practice. 18. 209-216.
180
Holloway, E. and Hosford, R. E. (1983). Towards developing a
prescriptive technology of counselor supervision. The
Counseling Psychologist, 1 1 73-77.
Holloway, E. L. & Wampold, B. E. (1983). Patterns of verbal
behavior and judgements of satisfaction in the supervision
interview. Journal of Counseling Psycholog y. 30. 227-234
Horn, J. L. (1976). Human abilities: A review of research and
theory in the early 1970s. Annual Review of Psychology. 27.
437-86.
Hutt, C. H.
,
Scott, J. & King, M. (1983). A phenomenological study
of supervisees' positive and negative experiences in
supervision. Psychotherapy: Theory. Research and Practice.
2(L 118-123.
Ivey, A. E. (1971). Microscounseling: Innovations in interviewing
training. Springfield, 111. Thomas.
Ivey, A. E. (1986). Developmental therapy: Theory into practice.
San Francisco, CA: Jossey-Bass.
Ivey, A. E. (1987). Reaction, cultural intentionality: The core of
effective helping. Counselor Education and Supervision, 26,
168-172.
Kadushin, A. (1968). Games people play in supervision. Social
Work. 13. 23-32.
Kaplan, D. M. (1983). Current trends in practicum supervision
research. Counselor Education and Supervision, 22 , 215-226.
Kaslow, F. W. (1986). Supervision and training: Models,
dilemmas, and challenges. The Harworth Press, Inc.
1 8
Kegan, R. (1979). The evolving self: A process conception for ego
psychology. Counseling Psycholog ist ft 5-34.
Kegan, R. (1982). The evolving self Cambridge, MA: Harvard.
Keller, J. & Protinsky, H. (1984). A self-management model for
supervisors. Journal of Marital and Family Therapy 10 281-
288.
1
Kilbourn, B. (1982). Linda: A case study in clinical supervision.
Canadian Journal of Education. 7 . 1-24.
Kohlberg, L. (1971). " From is to ought: How to commit the
naturalistic fallacy and get away with it in the study of moral
development". In Cognitive development and epistemology
.
ed. T. Mischel. New York: Academic Press.
Kohlberg, L. (1984). Essays on moral development. Volume II. The
Psychology of Moral Development. San Francisco, CA:
Harper & Row.
Kohlberg, L. (1986). Consensus and Contraversy
.
Philadelphia: The
Falmer Press.
Kohlberg, L. (1987). Child psychology and childhood education: A
cognitive developmental view. New York & London:
Longman.
Langelier, R. (1982). Self-actualization and the therapeutic triad: A
comparison between beginning and advanced counseling
students. Psychology: A Ouartely Journal of Human Behavior,
19, 5-12.
182
Leddick, G. & Bernard, J. (1980). Theory and application: The
history of supervision: A critical review. Counselor
Education and Supervision
Leddick, G.& Dye, H.A. (1987). Counselor supervision: Effective
supervision as protrayed by trainee expectations and
preferences. Counselor Education and Supervision, HQ- 1 51
Liddle, B. (1986, Dec). Supervision. Resistance in supervision: A
response to perceived threat. Counselor Education and
Supervision. 117-127.
Liddle, H. (1980). On teaching a contextual or systemic therapy:
Training content goals and methods. The American journal
of Family Therapy. 8. 158-169.
Littrell, J. Lee-Borden, N. Lorenz, J. (1979). Theory and
application: A developmental framework for counseling
supervision. Counselor Education and Supervision . 19. 129-
136.
Loevinger, J. (1976). Ego development. San Francisco: Jossey-Bass.
Loevinger, J. with Blassi, A. (1976). Ego Development: Conception
and theories. San Francisco: Jossey-Bass.
Loganbill, C. & Stoltenberg, C. D. (1983). "A case
conceptualization format: A training device for practicum."
Counselor Education and Supervision, 22. 235-241.
Loganbill, C, Hardy, E. and Delworth (1982). Supervision: A
conceptual model. The Counseling Psychologist. 10 , 3-42.
Loganbill, C.
,
Hardy, E.
,
Delworth, U. (1982). Rejoinder: The
.
spirit of generativity. The Counseling Psychologist. 10 . 65-67.
183
Martin, J. ( 1987). Cognitive mediation, Cognitive change in clients:
Cognitive-mediational models. Counselor Education and
Supervision
. 2(y 192-201.
Martin, J. ( L985). Measuring clients' cognitive competence in
research Oil counseling. Jonrnal ol ( \ muscling And
Development. 63. 556-559.
Martin, J. S., Newton, KB., Goodyear, R, K. (1987). Clinical
supervision: An intensive case study. Professional Psycholog y:
Research and Practice, 1
8
, 225-235.
*
McColley, S. H., Baker, \i. L. (1982). Training activities and styles
Of beginning supervision: A survey. Pro fessional
Psychology. 13 . 283-292.
McWilliams s. (
l
()7 1)). Effects of reciprocal peer counseling on
college student personality development. Journal of the
American College H ealth Association. 27, 2 1 0-2 1 3.
Miller, R. (1982). Commentary supervision: A conceptual model.
1 he Counse l in g Psychologist, 1
0
,
47-48.
Mines, R. and Kitchener, K. ( 1980). Adult cognitive development:
Methods and models. New York: Praeger Publishers.
Mosher, R, & Puipel, I). (1972). Supervision: The reluc t ant
profession. Boston: Houghton Mifflin.
Mueller, W. J. ( 1982). Responses: Issues in the application of
"Supervision: A conceptual model" to dynamically oriented
supervision: A reaction paper. The Counselin g
Psychologist , 10, 43-46.
I 84
Mueller, W. & Kell, B. (1966). Impact and change : A study of
counseling relationships
. New Jersey: Prentice-Hall, Inc.
Newman, A. (1981). Ethical issues in the supervision of
psychotherapy. Professional Psychology. 1 2. 690-695.
Newmark, C. & Hutchins, T. (1981). Survey of professional
education in ethics in clinical psychology internship programs.
Journal of Clinical Psychology. 37, 6R1-6R^
Overton, W. (1983). The relationship between social and cognitive
development. Lawrence Erlbaum Associates, Inc.
Paritsky, R. (1981). Training peer counselors: The art of referral.
Journal of College Student Personnel. 22. 528-532.
Pavan, B. (1980). Clinical supervision: Some signs of progress.
Texas Tech Journal of Education. 7. 241-251.
Perry, W. (1970). Forms of intellectual and ethical development in
the college years. New York: Holt, Rinehart & Winston.
Piaget, J. (1952). The origins of intelligence in children. New York:
International University Press. (Originally published in 1936).
Piaget, J. (1954). The construction of reality in the child. New
York: Basic Books.
Piaget, J. (1965). The moral judgement of the child . New York:
Macmillan.
Piaget, J., & Inhelder, B. (1969). The psychology of the child. New
York: Basic Books.
185
:;r.
Piaget. J. ri970bj. Structuralism New York: Basic Books.
Piaget. J. I9~2
. The Cr/lli; :.e~:er:::r phv;::*'. : ^.
Totow a
.
N'ev. Jersey: L:::le::e'.± Adams.
Ponterotto, J. & Zander, T. (1984). A multimodal approach to
:c ur. s elir.g s uperv: sicr. C: .r -eurr Zducar.-.r
Prochaska & DiCerr.er.te. 19*-
. Tire :rirr.r.e:re:::il i— - id-:
c
:
" ::--:::::r.al - .ri:r.^ u-.erap-. Heme' :
Illinois: Dow Jones -Irwin.
Reising, G.N. and Daniels, M.H. (1983 ). A study of Horn's model
Rest, J., Turiel, E. & Kohlberg, L. (1%9). Level of moral
development as a determinant of preference and
comprehension of moral judgements made by others. Joomi"
Richardson. B. and Stone. G.L. (1981). Effects of a cognitive
adjunct procedure within a microtraining s:rua::c~. 7: urr.il
Coun; :-l:-.r ?y. cnologv. 28. 168-175.
Rickards. L.D. (1984). Verbal interaction and supervisor
perception in counselc: super ision. Jeuml ::" C:ur.se'.:rr
?v-.:r':l:z.
. 31. 262-265.
S -rtr :-:;r.. 2-. - ' - :"
.
t and supervision
:: "v-~ :-,..-.. 3". 225-2:1
1 Sf
Rittenhouse, J., Stephan, W., & LeVine, E. (1984). Peer attributions
and action plans for underachievement: Implications for peer
counseling. The Personnel And Guidance Journal . 62, 391-
Roberts, G., Murrell, P., Thomas, R. & Claxton, C. (1982). Ethical
concerns for counselor educatiors. Counselor Education and
Supervision. 22. 9-14.
Robyak, J., Goodyear, R., Prange, M, & Donham, G. (1986).
Effects of gender, supervision, and presenting problems on
practicum students' preference for interpersonal power bases.
Journal of Counseling Psychology. 33. 159-163.
Rodgers, R. (1980). "Theories underlying student development." In
Student development in higher education: Theories, practice
and future directions, edited by Don Creamer, American
College Personnel Association, 1980.
Rogers, C. (1942). Counseling and psychotherapy. Boston:
Houghton Mifflin.
Sansbury, D.L. (1982). Developmental supervision from a skills
perspective. The Counseling Psvchologist.10
.
53-57.
Selman, R. (1980). The growth of interpersonal understanding. New
York: Academic Press.
Selman, R., Jurkovic, G. (1980). "A developmental analysis of
intrapsychic understanding: Treating emotional disturbances in
children." In clinical-developmental psychology, edited by R.
Selman & R. Yando, In New Directions for Child
Development. No. 7. San Francisco: Jossey-Bass.
187
Sklare, G. Cunningham, N. (1983). Application of self-as-a
-model
in graduate and undergraduate counselor training. Canadian
Counsellor . 17. 164-171
Snarey, J. (1985). Cross-cultural universality of social-moral
development: A critical review of Kohlbergergian research.
Psychological Bulletin. 97 202-232.
Stoltenberg, C. (1981). Approaching supervision from a
developmental perspective: The counselor complexity model.
Journal of Counseling Psychology. 28. 59-65.
Stoltenberg, C. and Delworth, U. (1987). Supervising counselors
and therapists: A developmental approach. San Francisco,
CA: Jossey-Bass.
Stoltenberg, C, Pierce, R., and McNeill, B. (1987). "Effects of
experience on counselor needs." The Clinical Supervisor. 5,
23-32.
Stoltenberg, C. D. and Delworth, U. (1988). Developmental Models
of Supervision: It is development- response to Holloway.
Professional Psychology: Research and Practice. 19. 134-137.
Sullivan, E. V., McCullough, G. & Stager, M. (1964). A
developmental study of the relationship between conceptual
ego and moral development. Child Development. 35 . 231-
242.
Tracey, T. J. Hays, A. K. Malone, J., Herman, B. (1988). Changes
in counselor response as a function of experience. Journal of
Counseling Psychology. 35. 119-128.
Truax, C. B., and Carkhuff, R. (1967). Toward effective counseling
and psychothery: Training and practice
.
Chicago: Aldine.
188
Tyler, J. D. and Weaver, S. H. (1981). Evaluating the clinical
supervisee: A survey of practices in graduate training
programs. Professional Psychology, 1 7 424-437.
Wantz, R., Scherman, A., and Hollis, J. (1982). Trends and
implications for training: Trends in counselor preparation:
Courses, program emphases, philosophical orientation, and
experimental components. Counselor Education and
Supervision. 21. 258-268.
Weinstein, G., Alschuler, A. (1985). Educating and counseling for
self-knowledge development. Journal of Counseling and
Development. 64. 19-25.
White, A. (1983). Counselor education and supervision: 21 years
and a few surprises. Counselor Education and Supervision.
22, 263-274.
Wilbur, M., & Wilbum, J. (1980). Categories of nonverbal
behavior: Implications for supervision. Counselor Education
and Supervision. 19 . 197-209.
Williams, A. (1987). Parallel process in a course on counseling
supervision. Counseling Education and Supervision, 245-253.
Wolberg, L. R. (1954). The techniques of psychotherapy. New
York: Grune & Stratton.
Worthington, E. (1987). Changes in supervision as counselors and
supervisors gain experience: A review. Professional
Psychology: Research and Practice. 18, 189-208.
189
Worthmghton, E. & Roehlke, H. (1978). Effective supervision as
perceived by beginning counselor- in- training. Journal of
Counseling Psvcholnpv
1
76 64-73.
Yogev, S. (1982). An eclectic model of supervision: A
developmental sequence for beginning psychotherapy students.
Professional Psychology. 1 T 236-243.
Zarski, J. J.
,
Bubenzer, D., Walter, D. (1981). Counselor
effectiveness and trainee helping qualities: Another view.
Counselor Education and Supervision. 20, 15-21.
Zucker, P. J. and Worthington, E.L., Jr. (1986). Supervision of
interns and post-doctoral applicants for licensure in university
counseling centers. Journal of Counseling Psychology. 33. 87-
89.
190

